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ABSTRACT
Nonformal Education and University Participation:
Planning Considerations for Universities of Korea
September 1984
Yong Hyun Kim, B.A., Yonsei University
M. Ed., University of Massachusetts/Amherst
Ed. D., University of Massachusetts/Amherst
Directed by: Professor Horace B. Reed
This paper examines planning considerations for universities'
participation in nonformal education. The main purpose of the study
is to help guide the pol icy-makers and planners in Korea who are en-
gaged in the formulation of strategies which will lead to a greater
involvement of Korean universities in nonformal education. This in-
volvement is in keeping with the full intention of promoting nonformal
and lifelong education in Korean society under the provisions of the
new constitution as revised in 1980.
The methodological approach combines a critical survey of litera-
ture, of three case studies and an analytical survey of needs assess-
ments. The survey of literature incorporates a comprehensive review
of educational dilemmas in the world context, the potentials of non-
formal education in promoting people's lifelong learning, and the roles
and values of higher education in the world as well as the Korean con-
text. The case studies highlight the models appropriate for adoption
within the Korean higher education system in order to maximize Korean
universities' involvement in nonformal education.
The survey of needs analysis, which is the most central aspect of
this study, was designed for utilizing ideas and issues related to
Korean universities' participation in nonformal education as major
needs components for the formulation of the Nonformal Education Act.
The several data gathering approaches suggest these major recommendations
for increasing coordination between the Korean universities' and the
nonformal education's efforts: establish a system for preparing
specialists in nonformal education in universities; arrange for univer-
sity representation in national nonformal education policy bodies; pro-
vide financial support to universities for nonformal education efforts;
and increase the effective dissemination of university findings con-
cerning nonformal education. This study supports the thesis that the
tensions between formal and nonformal education in Korea can be a crea-
tive source of energy and ideas, building on the strengths of both
systems
.
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CHAPTER I
INTRODUCTION
Statement of the Problem
Human life is a series of learning experiences. Education per-
meates human life. It is, therefore, generally agreed that education
has become one of the most significant vehicles in the development of
human life and has contributed towards personal well-being and happi-
ness. If one looks at the historical records of mankind's efforts
to educate its numbers, the role of the various educational processes
can be seen in a better perspective. For the great bulk of history,
education was carried on by informal processes which were integrated
into the fabric of daily life. Language, behavior and values needed
to become an effective member of society were learned from a range of
individuals in the community. The major learning modes were imitation
combined with "learning over teaching" (Billimoria, 1973, p. 33) and
"learning by doing" (Evans, 1981, p. 11). The specialized skills
which were needed were taught through informal apprenticeship schemes.
Formal learning on an extensive scale arrived quite late in human
history. It was not until the last several hundred years of European
history when an effort at schooling more than a very small percentage
of the population was seen. The era of universal education is even
more recent, dating back not much more than fifty years in the most
1
2developed countries of Western Europe, North America, and Japan. The
historical pattern for developing nations is basically similar except
for a shorter schooling history and the fact that the era of universal
formal education is just beginning.
Yet, in both developed and developing countries, there is now
a growing awareness that in some ways the limits of formal education
have already been reached (Coombs, 1967; Freire, 1970; Illich, 1971;
Brembeck, 1973; Evans, 1973; Grandstaff, 1974; Simkins, 1976; etc.).
Schooling can no longer be considered the only feasible delivery
system to cope with all the educational needs of a society. As a re-
sult, a new set of issues and problems have arisen as to what kind
of education is needed, how and by whom it is to be carried out, and
what the procedural implications are for a new educational approach.
Nonforma 1 education generally refers to organized out-of-school
programs designed to provide specific learning experiences for specif-
ic target populations. The majority of such educational efforts are
aimed at socio-economical ly poor adults and youths in an effort to
provide agricultural extension services, develop communities, raise
consciousness, and deliver technical/vocational training, literacy and
basic education, family planning, and similar programs. Some of the
appealing characteri sties of this approach are its flexibility, its
suitability to specific educational needs, its short-term accomplish-
ment, its supposedly relative low cost, etc. Educators in a wide
variety of settings are, therefore, coming to realize that an effec-
tive national educational system must include a variety of formal and
3nonforma 1 educational processes.
Who then should take the responsibi 1 i ty for promoting nonformal
education in a society: the government and its agencies? private non-
formal voluntary organizations? the community? religious groups? the
schools (primary, secondary, or university)? This study places
particular emphasis on university participation in nonformal education.
In general, the university has experienced personnel and ample facil-
ities as well as a high degree of social value. Although they are
also involved in the struggle between "tradition" and "innovation,"
universities should now extend their sphere of operation and academic
activities beyond their walls. As a matter of fact, a great number
of universities around the world initiated various programs of non-
formal and adult/continuing education in the 1950s. Some have estab-
lished full-fledged departments of nonformal and adult/continuing
education, such as community colleges and open universities. Others
have organized a variety of extension education projects.
Nonformal education in Korea can be seen as an emerging educa-
tional theory and practice for coping with the failure of formal
school education to meet the growing educational needs of Korean
society. Korea was the first country in the world to make a firm
national commitment to promote nonformal and life-long education in
its Constitution as revised in 1980. This national policy evolved
through a full awareness of the importance of nonformal and life-long
education in educational development. Moreover, by passing the Non-
formal Education Act in 1982 Korean society has begun a new era of
4constructing an "educational welfare nation" by establishing educa-
tional equity both in schools and in out-of-school activities.
At this stage, one of the most urgent tasks for the Korean
university is to develop clear directions for participating in non-
formal educational programs and activities provided in the Act. Only
9 percent (20 among 224 colleges and universities) of Korean univer-
sities, however, have developed nonformal education programs for out-
of-school youths and adults so far. Yet, no nonformal education
course, division and department has been instituted at colleges and
universities. This situation thus reflects numerous problems in-
volved in furthering the development of nonformal education in Korean
society. Most pressing among them are the need to effect a commitment
to a nonformal educational philosophy among educators, the serious
lack of research, insufficient evaluation activities, and many more.
Purpose of the Study
The main purpose of this study is to explore the factors
necessary to consider in enabling universities to systematically pro-
mote nonformal education in Korea. However, the study is not designed
to examine specific value conflicts universities might face in their
promotion of nonformal education in Korean society. It rather accepts
the enactment of the Nonformal Education Act as signalling a new era
that makes Korean universities legally responsible for nonformal educa-
tion. The principal task facing the government of Korea, therefore,
is to identify those needs and problems universities now have in con-
ducting youth/adult programs, establishing independent courses, train-
5ing personnel, developing learning materials, and promoting research
activities on nonformal education.
Given the possibility that the nature of nonformal education
and the role of the university are potentially conflicting and perhaps
contradictory in many ways, it is important to analyze the conditions
and assumptions involved in establishing a closer relationship be-
tween the two.
To address the task above, this study will examine the following
primary question:
What needs, problems and ideas should be considered in planning
the role of the university in nonformal education in Korea?
In order to deal with this issue, the following implementing
questions are examined:
1. What is the nature (origins, definitions, dimensions, delivery
systems, characteristics and shortcomings) of nonformal
education?
2. What roles might the university play in meeting new nonformal
educational needs of a society and what general issues arise
in meeting those needs?
3. What insights and ideas can be drawn from the experiences
of selected nonformal education case studies conducted by
universities around the world as to possible models and im-
plications of nonformal education for Korean universities?
4. What is the current status of nonformal education (programs,
curricula, and funding) carried out by Korean universities
6and what specific problems need to be solved?
5. What policies (organizational, financial, personnel, learn-
ing materials and curricula) should be adopted by Korean
universities to participate in nonformal education as it is
defined by planners, university faculties and staffs, and
private nonformal organizations?
6. Given the above needs, problems and ideas, what are the
considerations necessary for planning an increased university
role in promoting nonformal education, formulating supportive
legislation for nonformal education, and designing further
research and evaluation on nonformal education?
Significance of the Study
The Korean government sees education as a significant tool for
national development. The existing educational systems, however, are
unable to cover all target groups included in the concept of nonformal
and lifelong education provided by the new Constitution as it was re-
vised in 1980. By virtue of the fact that colleges/universities are a
rich reserve of expertise, manpower and social value in Korean society,
they are in effect responsible for implementing the provisions of this
expression of national will much as "catalysts."
The importance of this study, therefore, lies in its possible
contribution to a better understanding of how the characteristics of
nonformal and higher education approaches might better be linked and
coordinated in meeting the emerging educational needs both of society
in general and Korea in particular.
7The findings and conclusions of this study are useful in several
ways. They provide an effective and more suitable approach for the
Korean university to participate in nonformal education. They may also
serve as the basis for initiating a dialogue between the Korean gov-
ernment and universities in the field of nonformal education and thus
clarify their mutual policy needs for further development.
After undertaking a substantial research work, it is hoped that
those whose responsibi 1 ity is to define educational policies in non-
formal education are able to carry on their tasks in a more realistic
and efficient way when the nature of the relationship between non-
formal and higher education is better understood. Hopefully, this
study also serves as a general guideline that can be utilized by other
developing countries by adopting the philosophic base, rationale,
methodology and instruments used herein. More importantly, this study
serves as a stepping stone for much needed further research in this
fiel d.
Review of Literature
The review of literature for this study is intended to form
the basis for the conceptual analysis and to establish the theoretical
framework of the two major themes that run through the study--namely
,
the context of nonformal education and the role of the university.
This study, therefore, is based upon written materials bear-
ing on theoretical positions, descriptive analyses and practical
experiences that are related to the issue of university participation
in nonformal education.
8The review of literature is made in two phases. In the first
phase, this study examines current concepts of various aspects of
non formal education in terms of its origins, definitions, dimensions,
delivery systems, characteristics and shortcomings, and reviews the
relationship between nonformal education and development. This
theoretical foundation acquaints the reader with the concepts that
are essential to the understanding of the nature of nonformal educa-
tion and its contribution to national development. This examination
leads to the second phase of the literature review, an investigation
of the various dimensions of nonformal and higher education, with a
view to exploring the substantive issues related to the role the
university has in participating in nonformal education. This review
also includes selected case studies from other countries which evi-
dence alternative types of university participation in nonformal
education
.
A selected bibliography of sources that has been used is
attached.
Assumptions of the Study
Three basic assumptions underlie this study:
1. The general concepts and needs of nonformal education across
a spectrum of developing countries are similar and may be
applicable to Korea, with some modifications.
2. The Nonformal Education Division of the Ministry of Education
in Korea needs an educational system which can promote non-
formal and life-long education in the country.
93. Korean universities are willing to play a vital role in the
development of nonfornal education by facilitating the
implementation of the national policy to promote nonforma
1
and life-long education as stipulated in the revised consti-
tution of 1980.
Limitations of the Study
Although this study is intended to provide valuable guidelines
in designing and planning nonformal education by encouraging the
participation of Korean universities, it has the following limita-
tions :
1. Jt does not present a recipe-type model of planning readily
usable by planners in the field of nonformal education.
2. The usefulness of this research is enhanced by needs assess-
ments carried out at selected sites and with selected clients
The fact that participants in other contexts would differ
from those selected for this study would be expected to
modify the guidelines derived from this specific research.
Given the above limitations, the study suggests emphasis on
questions related to planning needs, problems and ideas associated
with the participation of universities in nonformal education in Korea
Stages and Sources of the Study
The ultimate objective of this study is to identify planning
needs, problems and potential ways to induce further university parti-
cipation in nonformal education in Korea. By stipulations of the re-
10
vised constitution of 1930, the university is required to play a vital
role in promoting nonforrnal education in the Korean society. To
achieve this end, this study is designed in several sequential stages.
First, a conceptual analysis of the major theme (i.e., nonforrnal educa-
tion and role of the university) is presented in the form of a theore-
tical framework. This framework is important since it serves as an
analytical reference point for the study. Second, an extensive review
of literature provides a means to identify patterns and ideas on the
role of the university. This review involves three foreign case
studies, allowing for an examination of important ideas and experien-
ces. Third, an analytical study of specific cases of Korean university
activities in nonforrnal education is conducted. This is done through
a systematic examination of available documentation, books, articles,
and research reports, as well as the researcher's personal experience.
The analysis also provides information on available resources and cur-
rent activities in conducting nonforrnal education programs through
Korean universities. Fourth, Coffi ng -Hutchi nson Needs Analysis Method-
ology is applied to determine range of needs and priorities among them.
This assessment provides an empirical data base from which to develop
guidelines of potential use in planning nonforrnal education for develop-
ment. The outcome of this phase is the priori tization of those needs.
Definition of Terms
The terms used throughout the study have been defined below to
facilitate the reader's understanding.
11
Planning Needs: In this study the term "Planning needs" is
limited to mean those discrepancies that exist between the current
status of nonforma 1 education programs and the desired goals for those
programs which are to be considered in a national developmental plan-
ning for nonformal education.
University: Generally, an institution of higher learning with
teaching and research facilities comprising a graduate school, and pro-
fessional scnools that award master's degrees and doctorates and an
undergraduate division that awards bachelor's degrees. Functionally,
a higher learning institution which is directed toward developing em-
ployment, creating new social organizations, and mobilizing human
talent.
Nonformal Education: In terms of location of activity, the term
Nonformal education" refers to any kind of organized educational acti-
vities for promoting lifelong education of citizens except the basic
formal educational ladder system. This definition corresponds to
Article 2 of Korea's Nonformal Education Act. Therefore, in terms of
its application by Korean universities, nonformal education can occur
both in formal schools and in nonformal education institutions. Life-
long education, adult education, recurrent education, community educa-
tion, career education, youth education, continuing education, further
education and non-tradi tional education are concepts closely related
to nonformal education employed in this study.
Participation: The capacity to influence or to play a vital role
in development of the various economic and social processes can be de-
12
fined as having the following three elements: 1) Decision making in-
volves participation in the process by which NFE program priorities
are selected and designed; 2) Implementation involves participation
in the actual work of development education through acquiring and
applying needed skills; and 3) Benefits include participation in the
benefits of growth-material, cultural, civic and psychic.
CHAPTER II
THE WORLD CRISIS IN EDUCATION
Definition of Education
It is the very nature of life to strive to continue being.
Since this continuance can be secured only by constant renewal, life
is, in essence, a self-renewing process (Dewey, 1966, p. 9). Know-
ledge and experience serve as the power of that illumination which
throws a guiding light on one's life process and, thereby, helps solve
and eradicate its problems. Man, therefore, has searched for resources
to preserve and develop broader and deeper knowledge and experience.
He has created one system and methodology for these aims, namely,
"Education ."
But what is "education"? Most dictionary definitions tend to
place education in the very structured and limited traditional setting
of teaching and learning. Such a definition, however, does not display
the potential of "education" to bring about and to be within itself a
change process. A more relevant definition by Wells states, "Education
is the preparation of the individual for the community" (1929, p. 108).
Dewey defines education as ". . . that reconstruction or reorganization
of experience which adds to the meaning of experience, and which in-
creases ability to direct the course of subsequent experience " (1963,
pp. 5-6).
13
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Coombs supports these definitions in ICED ' s (International
Council for Educational Development) concept of education as any
ongoing activity associated with learning, regardless of where, when
or how the learning occurs. He states that:
Education, thus defined, embraces much more than the conven-
tional "academic" skills and subject matter. It includes
examp1e, the acquisition of occupations, household
skills (commonly called "training") the development of
aesthetic appreciation and analytical modes of thinking; the
formation of attitudes, values and aspiration of many sorts.
These different kinds of learning, to be sure, vary greatly
in their depth and complexity; in the time, effort and
maturity required to attain them; in their degree of
generality, specificity, and transferabi 1 i ty to new situations;
in their inherent value and durability. Yet all of them, if
relevant to the circumstances, can enhance human capabilities
and the behavior of both individuals and communities (1973,
pp. 9-10).
Coombs thus recognizes that education, by its very nature, is a con-
tinuing process with a variety of methods and sources.
Education, for the purpose of this study, then, is not viewed as
a time-bound, place-bound process; it is not just going to school,
passing examinations, and receiving certifications. Rather, it is a
continuing process of living and learning.
Types of Education
Education varies in its learning methods. A variety of schemes
have been suggested which divide themselves into a number of categories.
One such scheme proposed by Coombs (1973, pp. 10-11) uses three cate-
gories defined as:
Informal Education - the truly lifelong process in which every
individual acquires attitudes, values, skills and knowledge from daily
15
experience and the educative influences and resources in his or her
envi ronment--from family and neighbors, from work and play, from the
marketplace, the library, and the mass media.
Fonilil Education - the hierarchical ly structured, chronol ogically
graded educational system," running from primary school through the
university and including, in addition to general academic studies, a
variety of specialized programs and institutions for fulltime technical
and professional training.
Nonforma 1 Education - any organized educational activity outside
the established formal system—whether operating separately or as an
important feature of some broader acti vi ty— that is intended to serve
identifiable learning clienteles and learning objectives.
Another such scheme proposed by a working group at Michigan State
University offers a category in addition to these three, namely "Inci-
dental Education." It is defined as follows:
Learning which takes place without either a conscious
attempt to present on the part of the source or a conscious
attempt to learn on the part of the learner (Kleis, 1973,
p. 6).
The above four (Informal, Formal, Nonformal and Incidental) cate-
gories provide a comprehensive conceptual framework which includes all
learning activities of human beings. Below are brief descriptions of
possible activities within each category. The term "incidental" (or
unintentional) education covers a whole array of learning settings in
which neither the learner nor the teacher consciously or purposefully
structures the encounter for learning to take place. What occurs
16
incidentally is a combination of observation, initiation and selective
rei nforcement among members of society.
Informal education refers to learning settings with very low
levels of organization. They are not thought out, and may not be ex-
plicitly intentional. For example, through informal education a child
acquires a substantial vocabulary at home before going to school; a
daughter learns child care and cooking from helping and observing her
mother, a son picks up occupational skills from his father, and child-
ren and adolescents inculcate the values of family and community.
Usually, nonforma 1 education focuses on the improvement of per-
sonal and community living as well as occupational and vocational
competencies. Youth clubs, youth organizations, nursery schools and
playgrounds for pre-school children, paramilitary youth training,
apprenticeships, and occupational inservice training (Coombs, 1973;
Harman, 1976) are all examples of nonformal education in this sense.
Although they might have an operational base within the formal school
and college structure, these programs are generally considered separate
from and not aligned with formal inservice activities. In nonformal
activities, education is not the goal; it is rather the means to
another goal --to lifelong learning and therefore, to living a full life.
Formal education is the term most often employed to identify the
conventional schools and the normative school system. One considers
one's "formal education" and "formal schooling" virtually to be
synonymous (Harman, 1976, p. 3). Formal education suggests an organ-
ized enterprise involving clearly defined groups of students and
17
teachers. Harman, ( 1976, p.4) observes formal learning as a vehicle
to broaden human perspectives beyond the local society. In a society
that functions predominantly with particular values, the overriding
concern is to equip the child with the necessary educational tools to
be assimilated into the local community, while in a society with pre-
dominantly universal istic values, the main concern is to train the per-
son in the knowledge, skills, and values dictated by the needs of the
larger society.
As it continues to examine education, this study focuses on the
area of nonformal education, elaborating on these interrelationships
.
To conclude this chapter, the following three sections summarize the
individual analyses of three prominent educators who have each advanced
their own distinct versions of the current "Educational Crisis" and
have argued for correspondingly different approaches and purposes for
nonformal education.
Coombs 1 "Crisis" in Education
Those who speak of the "Crisis in Education" are mostly concerned
with two elements in that crisis: the problem of financing the expan-
sion of the formal school, college and university models to serve the
educational needs of all people at all levels and the problem of making
formal education more responsive to the social, economic, political and
technological changes in the world.
Coombs analyzes the crucial factors which confronted formal educa-
tion at the end of the decade of the sixties and contributed to the
18
educational crisis in both developed and less developed countries. He
cites them as follows:
The Student Flood
. Because of the population explosion, there
has been an inexorable and almost overpowering rising tide of popular
demand for more education. The flood of aspiring students prevented
the managers of the formal system from addressing the "quality and
efficiency of the whole operation--they rather were occupied with the
staggering problems of "rescue and logistics" in the formal system.
Acute Resource Scarcities
. Strategies to cope with the flood of
students, the supply of teachers and buildings, equipment and text-
books, scholarships, fellowships, and funding have lagged well behind
the rising educational demand.
Rising Costs . Increasing real costs per student have intensi-
fied stringent resource limitations. This situation is especially
critical because of galloping inflation and the labor-intensive nature
of the educational enterprise.
Unsuitability of Output . The outputs of educational systems are
evidently not adequate to meet the needs of national development and
are ill-fitted to meet the needs of individuals in changing societies.
A major deadlock in developing countries is the growing inability of
the current economic system to absorb the human output of the schools,
thereby exacerbating the severe problem of "educated unemployment."
Inertia and Inefficiency . The current formal educational systems
characteri zed as traditional in such areas as administration, syllabus
and curriculum, pedagogy, and self-contained classrooms have all proved
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insufficient to meet new needs and circumstances (Coombs, 1967,
pp. 203-204).
To cope with the world-wide educational crisis, Coombs suggests
a greater emphasis on nonformal education as one of the most innovative
strategies. He states that:
If a nation can only get half of its children into little
red school houses, or little brown ones, then the other
half must be condemned to a life of illiteracy and thwarted
opportunity. Can someone who really wants to learn only
do so i n a conventional classroom, before a teacher and
blackboard?
. . . Our suggestion is that serious reconsidera-
tion be given to the whole division between "formal" and
"nonformal" schooling, as part of the strategy for over-
coming the educational crisis (1967, pp. 209-210).
Illich's "Deschool ing" Vision
What Coombs characteri zes as the "world-wide educational crisis"
has also been examined by another educator, Ivan Illich. His ideology
of a "deschooling" vision begins with the assumption that education has
become trivialized and, for many human purposes, disfunctional
. Educa-
tion has become identified with schooling by expanding formal schooling
in response to all of society's expressed educational needs. Illich,
therefore, talks about liberation and the basic changes in human nature
as related to the process and goals of education.
I want to raise the general question of the mutual defi-
nition of man's nature and the nature of modern institu-
tions which characterize our world view and language
(1977, p. 2).
Illich sees mankind in contemporary man-made environments as
dependent upon modern institutions to define and solve his problems
for him. "This process of degradation is accelerated when nonmaterial
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needs are transformed into demands for commodities"
( 1977 , p. i). A
prime example of the translation of nonmaterial needs into commodities
is the monopoly enjoyed by schooling in education. Learning is seen
as a result of teaching by certified professional purveyors of know-
ledge. Knowledge is measured, graded, and certified. Illich criti-
cizes this phenomenon through what he calls the "hidden curriculum"
(Gartner, 1971
,
p. 8) by which:
Students learn that education is valuable when it is
acquired in the school through a graded process of con-
sumption; that the degree of success the individual will
enjoy in society depends on the amount of learning he
consumes and that learning about the world is more valuable
than learning from the world.
Illich feels that recent realizations about the finiteness of the earth
and the inadequacy of schooling and other institutions make it pos-
sible for a rediscovery to occur. He therefore calls for the disband-
ing of oppressive institutions such as schools and the creation of new
institutional networks which will respond to the needs and motivations
of individuals: First, reference services could link learners to
educational objects which fit their learning needs. Books, games,
films, programmed instructional packages would be accessed by these
services. Secondly, skill exchanges would encourage people possessing
skills to transfer those skills to others. Demonstration of the ability
to perform a skill would be the criterion for jobs requiring that skill.
Thirdly, peer matching is suggested to enable contact to develop be-
tween people of similar backgrounds, ages and interests. Finally, the
role for professional educators is seen as a facilitative and manager-
ial one in the educational process.
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It is apparent that all the above practical proposals reflect
a significant decrease in the amount of centralized control over the
process of human learning in society. The deschooling notion then is
a central and, in Ulich's view, necessary component of a large social
vision. That vision is a society of confederated individuals, gener-
ating their own needs and activities and developing legal and institu-
tional structures to satisfy those needs through their respective
acti vi ties
.
Freire's "Problem-posing 11 Education
A third educator, Paulo Freire, also puts forward a strong
criticism of formal education as it has come to be practiced. He pro-
poses that a method of education for the oppressed should be dialogue.
It is a method which contrasts sharply with traditional methods of
education (Freire, 1970, p. 53). In the banking concept of education,
knowledge is a gift bestowed by those who consider themselves knowledge-
able (the depositor) upon those whom they consider to know nothing (the
depositories). Projecting knowledge is a characteristic of the ideology
of oppression. It negates the idea of education and knowledge as a
process of inquiry and change. Freire thus criticizes the contradic-
tions within the oppressive society's maintenance of banking education.
He identifies its attitudes and practices this way:
- The teacher teaches and the students are taught;
- the teacher knows everything and the students know nothing;
- the teacher thinks and the students are thought about;
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the teacher talks and the students listen - meekly;
- the teacher chooses and enforces his choice, and the
student complies;
- the teacher acts and the students have the illusion of
acting through the action of the teacher;
“ the teacher chooses the program content, and the students
(who are not consulted) adapt to it;
- the teacher confuses the authority of knowledge with his
own professional authority, which he sets in opposition to
the freedom of the students;
the teacher is the subject of the learning process, while
the pupils are mere objects (Freire, 1970, p. 59).
Proposing a solution to this problem, Freire suggests replacing
"deposit-making" education with "problem-posing" education, responding
to the essence of an individual's consciousness and intentions. This
solution rejects communiques and embodies communication (Freire, 1970,
p. 66). Problem-posing education breaks the vertical patterns char-
acteristic of traditional teacher-student relationships, or authority-
dependency relationships. Teachers and students thus become jointly
responsible for a process in which both will grow.
Summary
There are several underlying factors which have coalesced into
a clear sense of direction about the need for nonforma 1 education.
These factors are mutually reinforcing. On the one hand the crisis in
education, as explored in this chapter, is very much related to the re-
source demands and constraints that are integral to the institution of
formal education. On the other hand, the growing needs for skills,
training, and self-liberation among the great majorities of people who
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have unequal access to the formal system will likely remain unmet so
long as the formal system continues to predominate.
The next section reviews the theoretical and strategic consider-
ations involved in using nonformal education to set a new trend and
direction for meeting persistent educational needs with limited re-
sources
.
Although the educational theories of Coombs, Illich, and Freire
are based upon an agreement that there is a crisis in schooling, they
differ widely as regards their recommendations for change. Coombs
proposes that organized learning be extended to include not only
schooling, but also alternative programs provided by many other agen-
cies and organizations. Illich questions whether schooling, as it is
generally practiced, can meet what he sees as an urgent need to decen-
tralize the social order. Freire is especially concerned with making
organized learning available to the disenfranchised, using the
problem-posing approaches inherent to his concept of true dialogue.
In the concluding section of the next chapter decisions must be made
about the degree to which any of these theories are useful for the
Korean situation.
CHAPTER III
NONFORMAL EDUCATION: A RE-EMERGING THEORY AND BEYOND
Nonforma 1 Education: Context and Themes
Origins and Roots
Historically nonformal education has included activities which
are as old as mankind. However, the current discussion of nonformal
education can be traced to two origins: indigenous patterns of educa-
tion (Billimoria, 1973) and imported models (Coombs, 1973).
Indigenous patterns of education consist of out-of-school
education activities in their most general form. They have histori-
cally been present in all societies. Even today it is also known that
a great deal of education takes place outside of schools. Grandstaff
observes
:
Some out-of-school learnings are equally as important as
in-school ones. But for the most part, we have dealt
with non-school education through disclaimers (1973, p. 13).
Every society develops socialization processes to transmit its
social and cultural heritage and occupational skills and technologies
from one generation to the next. The term "Indigenous Education" is
often applied to these educational processes (Billimoria, 1973, p.
13). Widespread examples are religious education systems such as
Islamic Koranic schools, Buddhist Wat schools, and Coptic schools;
apprenticeship arrangements among craftsmen, artisans and traders;
and political, social and civic training associated with various tribal
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induction systems for adolescents and youth (Billimoria, 1973; Coombs,
1973; Evans, 1981).
These indigenous education systems are generally ignored by
Western-oriented educational and training specialists, simply because
the systems do not fit modern concepts within educational or training
contexts. Evans, however, sees that these indigenous learning systems
form the general historical foundation upon which today's re-awakened
interest in nonformal education is based (1981, p. 19). The study of
indigenous modes of education, he further explains, is motivated in
part by the search for national identities by new nations, and by the
desire to create educational processes which reflect unique cultural
roots.
Imported Models : This category of learning systems was mainly
introduced by former colonial powers, by local people educated in a
metropolitan milieu and by bilateral and United Nations technical
assistance agencies (Coombs, 1973, p. 43). Examples of such programs
are rural occupational training centers, youth organizations similar
to the Boy and Girl Scouts, YMCA/YWCA movements, young farmers' clubs
and instructional programs provided by health centers.
The kinds of activities conducted under each of these programs
can be characterized in two ways based on the objectives and the scope
of educational arrangements for children and adolescents. The first
way is evident in the level of centralization. Some educational
activities are more centralized than others and come under the direc-
tion of a state authority. Other activities sponsored by a number of
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worldwide voluntary nongovernmental organizations and religious bodies
have played an important role in providing nonformal educational pro-
grams for young people. As examples, the former can be seen in many
French colonial African countries, while the latter in British and
American colonies in Africa and Asia. Coombs comments on a charac-
teristic tendency of this learning system:
Generally these imported models were conscientiously
addressed to a real local need or opportunity. But
sometimes they did poorly in the local social and cul-
tural soil and survived, if at all, more as symbols
than as vigorous realities. In other instances they
were modified and adapted, set down strong roots and
flourished (1973, p. 45).
Concepts and Definitions
Definitional problem
. A recurrent problem in the study of non-
formal education is conceptual. Unlike formal education, nonformal
education has no single institutional base on which a definition can
be constructed. Brembeck points to another difficulty in defining
nonformal education in a way that is understood by and acceptable to
educators because of:
1. The present lack of widespread knowledge about educational
activities carried on outside the formal school system;
2. The tendency of educators to think of education only in
terms of the formal, graded system;
3. The wide ranging and amorphous nature of nonformal educa-
tional activities, which are frequently private in origin and manage-
ment and often undertaken as a by-product of ventures primarily dir-
ected at objectives other than education, e.g., rural cooperatives,
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trade unions, health and nutrition clinics, and political partici-
pation (Brembeck, 1973, p. 138). Often, the term "nonformal" has
been understood by the layman as being without form or discernible
structure, organization, or purpose. "Formal," on the other hand, has
connoted procedure, purpose, form and order. Thus, formal education
denotes the particular sort of education provided by the educational
enterprises. Nonformal education, on the other hand, indicates educa-
tion that is "non-school."
Definitional statements as a consequence involve considerations
and dimensions different from formal education as defined within the
context of schooling. Definitions of the concept of nonformal educa-
tion are thus either brief, operational, or complex.
Defining nonformal education
. Considering the definitional
problems above, considerable effort has been given to the question
of what nonformal education is. A comprehensive and standard defini-
tion of nonformal education, however, is not yet commonly or univer-
sally available, mainly because any definition of nonformal education
has its actual base in the purpose of the individual defining it.
For example, Kleis and his colleagues see the components of
nonformal education as not closely integrated in structure or sub-
stance. They define nonformal education as:
. . . any intentional and systematic educational enter-
prise (usually outside of traditional schooling) in which
content, media, time units, admission criteria, staff,
facilities and other system components are selected and/or
adapted for particular students, populations or situations
in order to maximize attainment of the learning mission
and minimize maintenance constraints of the system (1973, p. 6).
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In this context, nonformal education tends to adapt itself in
order to compensate for missing or new components which are organiza-
tional, human, or curricular. Adaptation, therefore, depends on the
learning setting--the learners, the environment, etc. and therefore
defies definition.
Another example has been offered by the International Council
for Educational Development. Nonformal education is defined as "an
educational program that is not a part of the regular school or col-
lege curriculum or system of examinations, credits and certificates,
even it if is conducted in regular classrooms or by regular teachers
after hours and even though the methods of instruction may be highly
formalized" (ICED, 1972, p. 5).
A widely accepted definition of nonformal education is, however,
one articulated by Coombs. As noted earlier, it refers to organized,
intentional and explicit efforts to promote learning and to influence
people through out-of-school approaches.
To summarize these efforts to define the term, it may be possible
to generalize that nonformal education, like informal and formal educa-
tion, is also education. It involves changes in attitudes, behavior
and skills. Its curriculum, program duration, teaching methods and
materials emerge out of specific conditions. Unlike formal education,
therefore, nonformal education should be open-ended because it does
not start with the first grade nor lead to a higher degree. Nonformal
education should also be more learner-centered and problem-oriented
than formal education.
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Dimensions
Any educational efforts have a great many dimensions. Any one
dimension or set of dimensions can provide a possible way to construct
a focus for inquiry. Grandstaff (1973) points out the following seven
components as dimensions for nonformal education as a potential basis
for the development process:
Cost: The importance of cost in educational planning and decision-
making cannot be overemphasized. Even in the most developed countries
there are limits to the amount of money that can be devoted to educa-
tion. He therefore suggests that one appropriate way to focus on non-
formal education is to emphasize the search for educational modes that
couple effectiveness with low per capita instructional cost.
Program Duration: The time duration as another component of non-
formal education programs is closely related to both cost and effective-
ness. It is suggested that nonformal education be of the shortest
possible time duration and that it contain frequent completion points.
Basis in Need: Any educational program capable of gaining support
is assumed to have some basis in human need (Knowles, 1980, p. 82).
The connection between education and need may, however, range from
being clear and immediate to being obscure and long range. Grandstaff
therefore suggests that a focus of nonformal education can be provided
by giving primary emphasis to objectives that are clear and relate to
existing human needs.
Aspirations of Participants: Educational programs vary in their
abilities to accommodate the aspirations of their participants.
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In studying nonformal education, we can direct our attention to those
cases that make the greatest provision for encouraging the aspirations
of the participants and their roles as powerful formative elements in
program planning and design.
Linkage to Employment: Despite some progress in economic growth,
industrialization and so on, the problem of unemployment persists.
Coombs also expresses a great concern about unemployment created
through education, i.e., the "educated unemployed" (1967, p. 204).
Therefore, employment is a major imperative in any development effort.
It provides an important focus for inquiry and planning in nonformal
education.
Decentralized Planning and Alteration: A common problem in educa-
tion is that of built-in inflexibility, usually arising from central-
ization of planning. Although this may be inevitable in some kinds of
educational efforts, it need not be so in all cases because central-
ized planning tends to be resisted in traditional societies. Grand-
staff indicates, therefore, that nonformal education provides an excel-
lent conceptual rubric for educational approaches that maximize de-
centralization of design and planning and that provide for maximum
al teration-in-use
.
Distribution: Educational programs vary in terms of their distri-
bution among potential audiences. Current problems of development,
however, seem to make it worthwhile to focus on nonformal education
programs and objectives by anticipating the widest possible distribu-
tion of people (Grandstaff, 1973, pp. 3-6).
31
Delivery Systems
The delivery of an educational program is not a simple but
rather a highly complex phenomenon. Elements to be considered include
character! sties of learners, nature of objectives, development of
staff competency, partici patory modes of learning methods and mater-
ials, learning content, inexpensive facilities, sources of finance,
organizational patterns and evaluation techniques. Nonforma 1 education
is distinctive in the descriptors that are associated with these var-
iables
.
Character!’ sti cs of Learners: An essential characteristic of non-
forma! education is to attract learners of all ages. Any given project
may focus on specific categories of people, such as early childhood,
out-of-school youth, older adolescents, adults, senior citizens, women,
rura
I
poor, villagers, urban workers, minorities and occupation groups
(Reed, 1981, p. 8). In order to encourage the participation of all
ages of learners, nonformal education must offer the possibility of
more flexible entrance criteria which allow learners either to substi-
tute experience for formal qualifications or to enter on the basis of
motivation rather than existing skills. There are also considerable
discussions and technical materials in the literature about needs
analysis by which learners' needs are seen as one prime source of data
in constructing nonformal objectives.
Nature of Objectives: Nonformal education emphasizes functional
learning that bears an immediate and direct relationship to the life
style of learners. A critical difference between formal and nonformal
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education involves immediate action and the opportunity to put to use
what is learned (Brernbeck, 1973, p. 54). Kindervatter observes that
there is an immediate functional and often specific or concrete quality
to these objectives (1979, p. 59). Furthermore, Reed describes the
nature of objectives in nonformal education this way:
To achieve purposes with such features as employment,
sanitation, governance, and housing, there are comple-
mentary features of other educational variables that
insure a means and ends relationship. That is, the
objectives that are selected will strongly influence
the teaching-learning approaches used as well as the
resources, facilities, organizations and other variables
that make up the total educational endeavor (1981, p. 8).
In the literature, therefore, nonformal education objectives are
characterized as functional, daily-life centered, immediate, concrete
and holistic.
This variable is particularly important as nonformal education
attempts to meet needs related to the educational crisis in developing
countries. Schooling solutions involve years, even decades, before
their impact through a governmental decision manifests itself in
economic benefits. By circumventing academic issues and bureaucratic
pressures, however, nonformal education objectives may be implemented
quickly and the impact can be felt in a matter of weeks or months.
Development of Staff Competency: Staffing is a crucial issue in
nonformal education, particularly because of its impact on costs of
programs. Thus, one of the characteri sties of current nonformal pro-
grams is widespread use of volunteer and part-time staff members
(Evans, 1981, p. 35). Parents, community leaders, artisans, farmers,
older pupils both in and out of school, and the members of hetero-
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geneous learning groups themselves form potential sources of staff
members. Reed observes the potentials of these staff sources in that
.
. . relatively untrained people may serve as excellent
taci n ta tors
-teachers of learning since such people havelife styles and qualities that are closely similar to those
or tne learners. The advantage is that given learners'
impoverished backgrounds, including inadequate previous
schooling experiences, their fears or negative attitudes
towards education may be significantly reduced by learning
that is led by people with whom they can identify ( 1981 ,
p . 9 ) .
’
Nonformal programs, however, require that staffs (administrators
,
facilitators and planners) be trained in ways different from the way
they are trained for formal schooling. During staff development work-
shops, for example, a high degree of trainee participation is usually
required as a method for improving staff competencies. A needs assess-
ment of trainee beliefs, expectations, and wants is also used to help
develop the training design. The Abram's Model, as presented in
Figure 1
,
is an appropriate model for training in any situation, whether
formal or nonformal. Because it involves all participants, elicits
their input and encourages continuous discussion and dialogue, it is
highly parti ci patory and a suitable model for nonformal education.
Abrams developed the model on the basis of personal experience in many
nonformal training situations and tested its utility in U.S. Peace Corps
Volunteer Programs over several years.
Another example of a way to encourage staff participation in non-
formal education training programs is to rearrange the traditional
learning room. Most meeting rooms for both nonformal and formal educa-
tion training are arranged into straight rows of chairs, which face a
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Figure 1. Training Design Model
Source: Linda Abrams, A Course Paper for Training Techniques for NFE
,
Center for International Education, University of
Massachusetts, Fall 1981.
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podium or platform. Knowles (1980, P . 163), however, suggests the
ideal andragogical arrangement for a nonformal learning room is for
all participants and resource people to sit on one level facing each
other, as in a circle, with maximum flexibility for chairs to be moved
from large to small circles. Laird (1978, p. 194) also emphasizes that
the instructor can encourage participant creativity by using the entire
room to put things where they can be used as tools for learning. This
consideration for participation contributes greatly toward creating
and maintaining a "horizontal relationship" between trainer and
trainee (Etling, 1974, p. 35).
Parti ci patory Methods and Materials: The characteristics ascribed
to nonformal learning require methods and materials to relate consis-
tently with learning objectives and content (Reed, 1981, p. 11).
The variety of partici patory methods tested within nonformal learning
contexts provides a rich set of design alternatives. These may include
peer learning, 1 earner-centered curricula, community-based learning,
dialogic pedagogy, and a whole cluster of media-based educational
strategies. Evans (1981, p. 37) sees that the choice of learning
methodology or, more accurately, the mixture of methods chosen, de-
pends heavily on the learning goals and the characteristics of the
learner. Swanson (1973, p. 15) states that in nonformal education
participants create a learning environment themselves rather than
needing to have it imposed from the outside. Implied here is "sub-
stantial learner control over the content and method" (Evans & Smith,
1973, p. 14).
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Similarly, illustrations of flexibility and innovations in non-
formal education materials and resources are based on participatory
techniques and may include simulations and games, fotonovelas, the "Fun
Bus," puppets, theater and other folk media, educational radio and
television, village level discussion/study action groups, use of tape
cassette recorders, learning activity packages and role-playing (Guild,
1972; Kindervatter, 1977; Vella, 1979). These participatory teaching-
learning techniques, in Abrams' view, lead to development of more
participant responsibility for the training situation as depicted in
the following curve:
BiQure 2. The Achievement Curve of Participatory Training
High
Trai nee
Responsi
-
bill' ty
Source: Linda Abrams, A Course Paper for NFE Training Techniques
,
Center for International Education, University of
Massachusetts, Fall 1981.
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Learning Content: Axinn (1974, pp. 20-21) sees that the success
of a nonformal program tends to be directly related to the extent to
which:
- the benefits to participants are high;
- the cost of participation is low;
- program content is relatively simple ;
- the benefits to participants are immediate; and
- the program content may be tested by individual partici-
pants on a trial basis prior to complete commitment.
Government extension agencies, museums, human services, and com-
munity education all have different content to convey. There are,
however, many problems and concerns about which a community requires
information which crosses the message boundaries inherent in each
agency's operations (Reed, 1981, p. 13). There is a strong tendency
for agency staff to mistakenly assume that learners can readily inte-
grate separate content packages in solving problems of poverty, mal-
nutrition, family planning, agricultural and land reform, environmental
pollution, water supply, etc. Yet there is little evidence in the
literature that different agencies are working together closely enough
to help learners integrate and apply their messages.
Evaluation Techniques: Related to the issue of costs are broader
questions of eval uation--how to assess a program's performance and de-
termine how it might be improved or whether it is even worth maintain-
ing. Coombs states that these questions of evaluation are a neglected
necessi ty:
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is
Not surprisingly (for this is a general condition in educa-
!°u
nd few instances wh ere any serious and systematic
attempt had been made to assess-even roughly-a programme's
internal efficiency (cost-effectiveness), much less its bene-
ricial social and economic impact in relation to the invest-
ment made in it (cost-benefit relationship) (1973, p. 31 ).
Fortunately, however, Reed observes that a mutual reinforcement
emerging between NFE project needs for evaluation and traditional
behavioral science evaluation theorists, who are exploring ways of
dealing with complex educational settings (1981, p. 15). Moreover,
independent of the nonformal education field, there are several highly
competent evaluation researchers working to develop techniques for
addressing the complex nature of nonformal education settings. As a
result, some indication of this merging of interests is appearing in a
few recent writings on nonformal education (Kinsey, 1978; Heredero,
1979).
In addition to this, in an era when adult and nonformal educators
increasingly recognize the desirability of participation in program
development, Kinsey, who observes that participation in an evaluation
process can yield ancillary benefits for programmatic development (1931,
p. 156), developed the concept of parti ci patory evaluation. He con-
siders the objectives of partici patory evaluation might be:
1. To increase the accuracy and utility of data;
2. To be more open to the unanticipated;
3. To promote learning;
4. To improve awareness and communication;
5. To increase motivation and commitment; and
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6. To develop outside understanding and support of the
program (Kinsey, 1981, p. 159).
There are several participatory dimensions involved in doing
nonformal education program evaluation that provide a potentially
effective means for nonformal education program planners to achieve
their program objectives. The dimensions can be seen in the phases
of the evaluation process as:
1. Participants in Evaluation:
--Programmers: program heads, policy or planning leaders;
--Staff: administrative, teaching, counseling personnel;
--Learners: clientele benefiting from a program and in
direct contact with it;
--Community: individuals outside the program but somehow
relevant to it; local leadership and citizenry, per-
sonnel of related institutions, funders.
2. Context of Evaluation:
--Context: problems, needs, opportunities, variables, etc.,
to consider in setting objectives and planning for a
program;
--Inputs: program plan, personnel resources, material
resources, curriculum, instructional materials, etc.;
--Process: planning, management, teaching, counseling,
etc.
;
--Results: attainments or effects of activities during or at
end of activity.
3. Phases of Evaluation:
--Planning: decision on whether to evaluate, who wants to
know what for what purpose, generally who will do
evaluation, when and how;
--Design: specific question(s) to answer, criteria/
indicators, sources/sample, instruments/techniques,
schedule;
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--Implementation: preparation or training of data
gatherers, data gathering;
--Analysis: interpretation of findings, valuing or
weighing results, drawing conclusions, reporting or
communicating resul ts/recommendations (Kinsev 1981
p. 162).
The dimensions delineated above could be employed in a partici-
patory form of evaluation if care is taken to involve the programmers,
staff, learners and the community in all phases of the evaluation. A
model that could be used for planning and implementing evaluation,
with or without the participation of interested groups, is depicted
in Figure 3.
Interviews, case studies, written records of the history of
project’s processes, on-the-spot observation, etc., can be used as
useful instruments in nonformal education project evaluation in order
to produce a more meaningful evaluation of the project.
Lower Structured Facilities: Capital requirements for nonformal
education are generally lower than for formal education. Nevertheless,
there are some important needs for facilities and equipment. Since
nonformal education implementation can take place almost anywhere in
any space and at any time, there is no great motivation to explore
the facilities available. Nonformal education, for example, may take
place in a family kitchen, under a tree in a village or field, at a
bazaar, on a porch, a school building in the evening and in stores
(Reed, 1981, p. 14). Coombs, therefore, supports the idea of flexible
facilities for nonformal education:
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Fi 9 ure 3. Provisional Model for Planning
and" implementing Evaluation
Source: David Kinsey, A Course Paper for Evaluation for NFE
,
Center for
International Education, University of Massachusetts, Fall 1981.
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There is a danger of overinvesting in facilities and pro-
moting unnecessarily elaborate and expensive plant and
equipment, particularly in programmes receiving external
assistance. In a number of cases, this has created prob-lems in maintaining and multiplying the facilities when
expansion of the initial programme has been attempted withindigenous resources (1973, p. 63).
Sources of Finance: Costs for nonformal education fall into the
categories of staff, facilities, transportation and expenses for
materials and supplies. The strategy of using existing facilities at
the time when they are not being otherwise used is very cost-effective
Most of tne costs for materials and supplies can probably be met by
local subscriptions. Transportation can be a more difficult problem,
particularly for supervisory and supporting operations. Some measures
can be taken by using local personnel as trainers in order to gradually
reduce the need for supervisory travel.
Grandstaff sees financing for nonformal education in a broader
context:
. . . the refinement of financing approaches that appears as
a possibility as a consequence of the introduction of the
NFE concept also contributes to a more comprehensive attack
upon the difficult, but important, problem of fitting educa-
tional costs and impacts into the general view of economics and
national development. One of the reasons that approaches to
economic evaluation and planning that seek to incorporate
"social factors" are so difficult to develop is that it is
difficult to isolate inputs and outputs of "social factor"
systems with the necessary degree of precision. The kinds of
cost and benefit analysis suggested by NFE can narrow the
search for comprehensive economic theories a little further
down the road (1974-6, p. 29).
Organi zati onal Patterns: There is a tendency for nonformal educa-
tion projects to borrow the organizational structures and practices of
formal education, resulting in hierarchies and bureaucraci es
,
which
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may not oe very conducive to decentralization and cooperation. Since
many nonforma 1 education programs are delivered by established agen-
cies and organizations, they tend to have corporate characteristics,
reflecting neither a partici patory mode nor collaborative principles.
Reed (1981, p. Id) suggests the need for governmental and other estab-
lished NFE agencies to explore the field of organizational alternatives
that can be developed between flexible, low-structured, inclusive
objectives and methods of nonformal education, as contrasted with
h i era rch i cal
, bureaucratic organizational approaches.
Evans (1981, p. 34) categorizes the organizational structure of
nonformal education into two dimensions: the internal structure of
programs, and the relationship of programs with larger organizations.
The internal organizational issues deal mainly with the dimensions of
staffing, learning methods and financing, while the major external
organizational issues concern relationships with a national ministry
of education or other ministries. He also points out that effective
nonformal education programs can be located in a wide "variety of
organizational settings and can often benefit from the close inter-
action which results from association with other activities of the
organization" (1981, p. 35).
Characteri sties and Strengths
Considering that nonformal education is one of a number of terms
which has been given increasing attention in educational research in
recent years, the interdependence of formal and nonformal education
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becomes apparent in terms of their contexts, audiences, methodologies,
etc., as identified earlier.
Simkins points out advantages of nonformal education over formal
education:
- Nonformal education is potentially substantially cheaper
than formal education. Program cycles are normally quite short and
designed on the basis of the periods required to achieve specific
learning outcomes. These periods will certainly vary among different
kinds of learning and may also vary between individuals.
- Facilities will normally be simple and low cost, while maxi-
mum use is made of educational and non-educational settings designed
primarily for other purposes and staff who are not professional
educators, including part-timers and volunteers.
- Nonformal education may be more relevant to learners' needs.
This is because its purposes are short-term and specific and learning
is therefore closely related to the immediate needs of individuals and
communi ties
.
- Programs are geared to the perceived needs of clients rather
than clients being made to conform to the rigid entry requirements of
the educational program (1976, pp. 16-19).
Ward arid Dettoni (1973) also add some strengths of nonformal
education:
- Nonformal education usually does not involve customary admis-
sion criteria. Potential students are those who requi re the available
learning or who are required by the situation to have it.
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- Selection of members is likely to be based more upon demon-
strated ability than credentials (1973, pp. 6-7).
Additionally, the following features of nonformal education are
expounded by writers (Coombs & Ahmed, 1973; Simmons, 1978; Etling,
1975, Evans, 1981) in this field as essential characteristics and
strengths
:
1. Universal primary education is far from a reality and adult
literacy rates remain low in most developing countries; therefore,
formal schooling programs cannot begin to meet all the national educa-
tional needs countries are expected to have in the foreseeable future.
Nonformal education as an alternative is essential.
2. At least for the next two or three decades, very large pro-
portions of school-age populations in many countries will have little
or no access to any kind of formal schooling. This is, of course, in
addition to the vast majority of adults presently without schooling.
Nonformal education may be the only means of filling the gap between
the "schooled" and "unschooled" population.
3. Because of its heterogeneity, disorganization, and lack of
central direction, nonformal education affords greater opportunity
for innovations than the formal school establishment. This may have
strong appeal both to the dispensers of external aid as well as to
local elements which become impatient in their attempts to reform the
educational system. Local initiative and self-help are encouraged as
a result.
46
4. Without nonforma 1 education, the benefits of formal schooling
ing will not be fully realized. Education, indeed, is a continuous
process. Skills and knowledge generated in the formal schooling
process may atrophy without the stimulation, extension and environment
provided by post-school nonformal education activities.
Limitations and Criticism
Many characteri sties and strengths of nonformal education seem
to indicate a good deal of promise for solving world educational prob-
lems. However, we cannot say that NFE is a "magic medicine" to deal
with them, since by itself nonformal education is confronted with
several limitations and problems.
Ward and Dettoni (1973) point out the problems of nonformal
education as follows:
- The tendency in many developed as well as developing countries
is to have a blind faith in instructional technology, design and
medi a--especial ly the mass media. It seems that advisors to nonformal
education development must avoid catching this "disease" from their
cl ients.
- There is a closely related problem of avoiding the serious
and difficult groundwork necessary for cultural and sub-cultural
analysis, goal setting and resource inventory before designing a
delivery system.
- It is evident in some developing countries that bureaucratic
conflicts are a practical problem with which one must deal. Jeal-
ousies and political fighting within and between bureaus and ministers
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is a common occurrence.
- Nonforma 1 education can be oversold to developing countries.
The result could be the false promise of meeting needs that simply
cannot be met because of limited resources in terms of personnel,
finances and materials, and too little time to develop an instruc-
tional design that fits a particular group, sub-culture or nation
(1973, pp. 27-29).
Evans indicates two basic criticisms which have been levelled
at nonformal education. The first focuses directly on the lack of a
social charter for nonformal education. Nonformal education activi-
ties do not usually involve a credential 1 ing process and their "grad-
uates" therefore cannot compete effectively with graduates of formal
education for jobs. The second point arises out of the first. There
is evidence to suggest that those who enter nonformal educational pro-
grams emerge with relatively lower expectations than those who go to
schools. They are thus more disposed to take low-paying jobs or to
working outside the modern sector (1981, pp. 54-55).
Additionally, the writers (Coombs, 1968, 1973; Bock & Pappagiannis
,
1973; Coombs & Ahmed, 1974; Simmons, 1978; etc.) in this field criticize
nonformal education as follows:
1. The whole field of nonformal education suffers from fragmen-
tation and overlapping of sponsorship and from the national impulse of
each organization to pursue an independent course.
2. Nonformal education has "not written a single national
success story in the Third World." Empirically, very few have gone
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beyond the symbolic or experimental stage. Enthusiasm and action which
seemed to skyrocket initially has leveled off-even fallen off-in
most programs.
3. Non formal education programs are heirs to particularly diffi-
cult political problems. Their natural constituency is fragmented
and much of it has a weak political voice. The subjects they deal
with cut a wide swath across the specialized interests and jurisdic-
tions of numerous official bureaucracies and private organizations.
4. Despite their great number, nonformal education programs
tend to reach only a very limited audience. Studies show that they
have been very selective in their admission policies and have fallen
far short of extending educational opportunity to all.
5. The expansion of nonformal education tends to reinforce a
dual system of education, with one side of the system training students
for manual labor and the other for mental labor. Such a dual system
reinforces the social and political status quo, promoting neither the
poor nor their interests. Thus, unwittingly nonformal education
strategy works against the poor, streaming them into manual jobs and
actually inhibiting their social mobility.
6. Nonformal education is a largely unresearched sector of
education. In an analysis of 181 recent eval uation-research studies
whose aims were behavior change, it was found that 61% of the studies
were school studies. Only one percent were conducted in nonformal
educative settings.
Nonformal Education and Development.
The meaning of development
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Development will not necessarily occur when the causes of under-
development have been confronted. Confrontation with the causes of
under-development can be considered essentially curative only if
development occurs. However, the term "development" involves more-
the actualization of certain desired goals or conditions.
What is "development"? What labels one country as "developed"
and another not? The dominant view of the U.N. first development
decade defined development according to characteristics existing in
technologically advanced (mainly U.S. and European) countries and
utilized "macro" social and economic indicators, such as GNP growth,
to measure "success." In the seventies, however, a dramatic shift in
perspective has occurred. Though the traditional view has not been
rejected entirely, certain conditions found in developed countries and
"macro" changes are still considered part of development.
The term "development," when used in relation to the nations of
the Third World, connotes a desire to transform traditional societies
and economics into modern ones (Harman, 1976, p. 9). "Traditional ity"
and "underdevelopment" are viewed as virtually synonymous terms, as
are "modernity" and "development."
Harman sees, then, that development practically consists of two
parallel and interdependent components: social development, or the
creation of improved conditions of living, and economic development,
which requires the existence of a movement toward social improvement
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and which simultaneously contributes to it (1976, pp. 8-9). National
development cannot but be a function of individual modernizations, and
the notion that the former can occur irrespective of the latter is as
illogical as it is untenable.
Kindervatter also points out that development has two new em-
phases: an open-endedness and a focus on "micro" changes. She states
that:
d
^ 1opment no longer completely prescribea packaged end-state which all countries should seek.Instead, many development theorists accept that different
countries will pursue different goals, depending on their
own indi vidua values. The new view also emphasizes "micro"
cnanges
, namely concrete improvements in the lives of the
majority of a population. Such "micro" changes are generally
referred to as meeting human needs." This human needs
perspective has gained prominence amongst developers and
encompasses a range of different meanings (1979, p. 35).
Pe rspectives on Nonformal Education and Development
Education is usually singled out as being a major vehicle for
the promotion of development, namely "development education." A key
objective is to instigate a process through which "major clusters of
old social, economic and psychological commitments are eroded and
broken down and people become available for new patterns of social-
ization and behavior" (Deutsch, 1961, p. 463). These goals can best
be attained through new participative organizations, structures of
activities, and instructional approaches precisely because nonformal
education is not wedded to traditional patterns inherent in formal
school ing.
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Coombs and his colleagues present nonformal education as a
strategy for rural development (Coombs S Prosser 8 Ahmed, 1973;
Coombs & Ahmed, 1974) rnnmhc nncoe . ,Loo bs poses a central question" for nonformal
education:
b
!
d0n
!
throu 9h nonformal education-in
srhnMc 1° 5
r
?
n:5formin 9 and strengthening the formalc ools— to help meet the minimum essential learninq
needs of millions of educationally deprived rural
9
children and adolescents and to help accelerate socialand economic development? (1973, p. 2)
Coombs also suggests four general areas of educational needs
for rural development: general or basic education; family improvement
education; community development education; and occupational education
(1978, p. 15). However, while the work of Coombs and his colleagues
provides a good overview of current nonformal education programs and
approaches, the studies do not really address the fundamental question
of whether and how some approaches to nonformal education have a
greater potential than others for promoting development ( Kindervatter
,
1979, p. 55).
Grandstaff focuses specifically on nonformal education as a
strategy for development. His paper, "Nonformal Education and the
Expanded Concept of Development," is based on the premise that:
One possible way to "target" inquiries into nonformal
education is to relate the concept of nonformal education
to the concept of development.
. . . Assuming that educa-
tion is usually an instrument toward some more general
social goal, rather than an end itself, our study of it
has clarity and usefulness to the extent that it is in-
formed by an understanding of that toward which it is
an instrumentality (1973, pp. 1-2).
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Grandstaff also reviews issues related to the "reconstruction of
the concept of development" and identifies six variables for inclusion
in his expanded concept:
1. Greater effort in the "humanitarian" or "survival" domain;
2. A shift on the part of developed nations from a proactiveto a reactive construction of their role;
3. The building in of measures that are specifically anddeliberately geared to the more equitable distribution
of wealth;
4. An emphasis upon comprehensive and fundamental rural
development;
5. Efforts directed toward employment, per se, rather thanjust to employment as a corollary of economic qrowth;
and
6.
Acceptance of some measure of decentralization of planninq
and decision-making (1973, pp. 38-39).
These variables provide a concrete direction for how nonformal
education relates to development.
Role of Nonformal Education
The role of nonformal education elicits different answers from
different people. Simkins, for example, states three roles for non-
formal education: complementary schooling, supplemental schooling and
alternatives to schooling (1977, p. 54). However, in a broader
process-oriented perspective, roles may be classified as: an alterna-
tive learning process, a way to maintain the status quo, and a way to
make social change.
An Alternative Learning Process : This approach assumes non-
formal education as an alternative to formal schooling. It is based
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on two genera, concepts of education: education as complementary which
rounds out the school curriculum; education as supplementary which
adds on to schooling at a later time and place.
Complementary Education: This type of nonformal education nor-
mally complements or completes the education offered by the formal
school system. The clientele are generally students who are concur-
rently enrolled in primary or secondary education. Complementary
education normally involves learning which, because of its content or
the type of activities required, is inappropriate for the classroom
setting of schools. The physical closeness of the activity to the
school varies. Some activities like sports clubs, hobby groups, de-
bating societies, drama or choral groups and the like are usually
school-based and school-supervised. These activities provide the non-
classroom component of the formal school curriculum.
More generally included under the heading of nonformal education
are those activities which may or may not use school facilities, but
which are organized and supervised by non-school personnel or organiza-
tions. Included in this category would be the wide variety of youth
organizations such as Boy and Girl Scouting, young farmers' clubs, and
voluntary-service activities which are often sponsored by private
organizations.
Current trends strongly reinforce those of appropriate school
curricula and move to involve the school more directly in the community
(Minzey and Letarte, 1979, p. 58). There is increasing emphasis on
comprehensive school approaches which often include work-study com-
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ponents where students work in community settings. Evans observes that
these emerging trends in complementary education are part of a larger
movement of deschooling education (1981, p. 20). Complementary educa-
tion, however, provides few opportunities for that sector of the
school-age population, or the adult population which has not had access
to the formal school system.
Supplementary Education: This type of nonformal education usually
comes later in life, after whatever amount of formal education a person
has completed, and serves to add on to the learning produced in school
settings. In many cases, these activities take the form of training
of primary school learners. Included here would be a large range of
apprenticeships, ski 1 1
-traini ng programs, farmer-training courses and
family or home economics training. The content is normally linked to
specific practical situations and involves learners in developing
skills which will be immediately applicable to their life situation.
Evans characterizes suppl ementary education as that which:
• • • Primarily serves the favoured section of the population,
namely those who have already benefited from some participa-
tion in the formal educational system. Because of the poten-
tially difficult political problems that can be raised by
unemployed school leavers, however, the pressures to provide
some activities for this group are often very strong (1981,
P. 21).
A Way To Maintain The Status Quo: This view is based on the no-
tion that nonformal education be applied to rich and poor alike.
Simmons observes that the expansion of nonformal education will rein-
force the social and political status quo (1978, p. 9). Therefore,
this category of nonformal education activities includes those which
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replace or substitute for formal education. These serve both children
and adults who for whatever reason do not have access to formal school-
ing. The clientele in this category tends to be people who live in
isolated rural areas, possibly inaccessible at certain seasons of the
year, nomadic people, or people in poor, under-developed sections of
the country. Often they may also be members of ethnic groups which for
various reasons have had less access to schooling opportunities. A
typical example would be basic-literacy courses which are often
attended by a mixture of unschooled children and adults (Simkins, 1977,
p. 56).
The content of such programs tends to focus on basic skills of
literacy and numeracy, and on low-level skills in practical subjects
like health, nutrition and agriculture. Programs tend to be short in
duration, three months to a year. Teachers are often primary school
teachers working after school or volunteers with relatively little
training. Evans points out more critical features of this type of
nonformal education in that:
• the degree of quality of education which can be pro-
vided this way is not a comparable substitute for primary
education and in effect represents a very poor, second-
class kind of education for the disadvantaged parts of the
population (1981
,
p. 22)
.
A Way To Make Social Change: A pivotal issue in this category
is that nonformal education is perceived as a way to promote social
-
economic-political transformation
. Those emphasizing the reform po-
tentials of nonformal education are especially interested in its
possibilities as a partici pati ve mode, involving consciousness-raising
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for disenfranchised groups (Reed, 1981, p. 18).
Concepts of self-help, grassroots involvement and local control
are integral to what makes nonformal education meaningful. Participa-
tion is seen as both a motivating force in learning and as an empower-
ing force, through addressing the needs of learners. Successful
examples of the emphasis on participation by the target of nonformal
education are seen in the special way that community-centered projects
are identified, designed and implemented. Efforts are made by non-
formal education facilitators to tap the thoughts and feelings of the
learners about what learners see as needed to improve the quality of
their lives. Information and resources for projects such as water
supply, sanitation, food production, cooperative distribution, and
small industries may come from agencies outside a local context. Non-
formal education processes, however, have the flexibility to foster
the control of learners over the what, when, where, how and why of
information and resource implementation through learner participation.
Kindervatter sees nonformal education as "empowering process."
She defines the term "empowering" as:
. .
.
people gaining an understanding of and control over
social, economic, and/or political forces in order to im-
prove their standing in society (1979, p. 62).
She further explains that the empowering process occurs through
a number of stages. First, people develop an initial awareness that
they can take action to improve their lives and acquire some skills to
enable them to do so. Then, through taking action, they experience a
loss of impotence and increase in confidence. Finally, as their skills
57
and confidence continue to grow, people work jointly to exercise
greater influence over decisions and resources which affect their
welfare (1979, p. 63).
Non fo rma 1 education as an empowering process is a form of educa-
tion which is oriented towards a system change rather than only indivi-
dual change. In this context, the major focus would be on the learners
as a group, not as individuals. While the acquisition of individual
knowledge and skills may be fostered, group solidarity and collective
action-taking would be strongly encouraged. The other major focus
would emphasize both “content" and “process" competencies, which means
that the learning consciously would be structured to result not only
in gains of knowledge or skills, but also of capabilities for increas-
ing influence in their communities.
Additionally, there are some proponents of nonformal education
who would argue that certain types of nonformal education can function
to promote an increased awareness among people of the need for sub-
stantial social change. From this perspective, nonformal education
which includes a strong component of consciousness-raising (Friere,
1980, p. 13) and which gradually develops in learners a sense of
responsibility and a sense of the need to press for changes can be an
important element in the reform process. These same proponents would
argue that the close ties of the formal school system to the current
structure make schools an unlikely ally in the struggle for change.
The discussions here on the social change role of nonformal
education are largely centered around the related terms of social iza-
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tion, social action, consciousness-raising, community interaction,
collaboration, social strategies, reform and revolution, empowerment,
and self-reliance (Reed, 1981, p. 20). These terms have bases in
varied social
-pol i tical
-economi c theories, as well as in philosophical
learnings, and a few authors try to clarify what these bases are
(Hall, 1975; LaBelle, 1976; Gillette, 1977; Moulton, 1977; Clark, 1978;
Kiridervatter, 1979).
Models of Nonformal Education
Non formal education is popular on the one hand because of the
great deal of conceptualization given to it in recent years, and, on
the other hand, because of its enhanced strategic value for meeting
deficiencies of the formal school system. It is, therefore, now
viewed as a viable alternative in meeting a number of economic and
social problems in developed countries and especially in developing
countries. The most relevant models that have emerged in the practice
of nonformal education have been aimed at fostering basic education,
productivity and well-being for disenfranchised groups, and at the
training of skilled and semi-skilled manpower for industry as a basic
force for national social and economic development. Various models
are now identified.
The Agricultural Extension Model: This is the most widely known
and widespread approach in the area of adult training for agricultural
production. This model was implemented in a massive way in the Third
World during World War II, to ensure the food supplies and raw mater-
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ial required by those circumstances (Coombs and Ahmed, 1978, p. 29)
Allowing for certain deviations from country to country, this
model has the following distinguishing characteri sti cs
:
-
ject1ves
-
~ Its Pnme objective is to persuade and help
farmers increase production by adapting improved technical
practices. Secondarily, it seeks to improve rural family
life by teaching home economics to women, and to creating
modern young farmers through youth clubs of the 4-H type.
Fa cilitator - Its staff includes mainly persons with basic
training in agricultural sciences and production tech-
nologies, and, when available, added special training in
the theory and methods of extension.
Content - The emphasis, often exclusively, is on production
technologies; only secondarily if at all is attention given
to such economic and logistical matters as farm planning
and management, use of credit, procurement of inputs and
marketing of products.
Methods - Extension methods spring from a combination of
pedagogical, communication and merchandising theories.
They aim to achieve a rapid and widespread adoption of
desirable innovations in farm practices with local ex-
tension workers in the role of "change agent." Coombs
and Ahmed state these methods are designed to:
1. Raise awareness of the need for change;
2. Provoke interest;
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3. Demonstrate the potential benefits of the new practice;
4. Generate the wish to try; and
5. Adopt the new practice (1978, p. 29).
This model, however, assumes that knowledge alone about how to
improve agricultural practice will resolve real problems. It over-
looks additional considerations which explain the disadvantaged situa-
tions of the agricultural productivity of most rural populations in
developing countries: namely plot size, credit availability, lack of
irrigation systems, expensive or scarce fertilizers, adverse commer-
cialization systems, and so on.
The Occupational Training Model: Despite the claims of apostles
of leisure, work remains the dominant dynamic in the lives of most
people. The acquisition and filling of a job is central to life for
at least all of those who, in accordance with the criteria of parti-
cular cultures, are identified as potential workers. However, many
kinds of economic and occupational needs have never had a strong place
in their formal training and in those cases it is always prudent to
explore the possibility of other vehicles, such as nonformal education,
for the meeting of those needs (Grandstaff, 1974-a, p. 53).
Presently, however, the main objective of this model is to aug-
ment the supply of skilled and semi-skilled manpower for some areas of
industry, both on the level of machine operators and administration.
The purpose aims to enable people, in a relatively short time, to help
with the needs of industrial ization-oriented countries. An apprentice-
ship model normally combines classroom work and on-the-job training.
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Sponsors may include both public and private enterprises. Inter-
national organizations and foreign aid programs have also established
this type of training in developing countries to support the Indus-
trial model of development.
However, there are problems that very often hamper the success
of this model; namely, low internal efficiency, lack of jobs after
completing the training, runaway costs, etc. Ritzen and Balderston
point out reasons which explain this situation:
1. Reliance on institutionalized training and ignoring
on-the-job and apprenticeship training as viable alterna-
ti ves
;
2. Replicating technical training programs which have been
developed in the United States or Europe, and which are
oriented as much to research as to practical use in fac-
tories ; and also,
3. Lack of evaluation and planning of technical education
(1975, p. 3).
The Community Development Model: Community development origi-
nated as a concept to encompass multipurpose activities. In the
majority of cases, community development unfortunately was little
more than an educational effort akin to other adult education pro-
grams. Later, it expanded considerably in the delivery of single
educational products such as literacy, basic education, agricultural
assistance and public health which attempted to bring together these
various branches into a unified effort.
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Basically, therefore, the aim of this model is to promote the
participation of a whole community, usually rural, toward tangible
and concrete objectives for a common benefit. The intention is to
generate attitudes of self-help and self-initiative. Specific
projects might include, for example, road construction, school build-
ings, latrines and the like. In doing so, the community benefits not
only from the specific service but from learning the advantages of
working together in solving community problems. This model thus pro-
motes the concept of social development while resolving specific
economic needs.
LaBelle sees the basic assumptions of this model as:
1. The activities engaged in by the community are
responses to real needs as perceived by the people;
2. There exists a community committee to lead in the
decision of the priorities and organization of tasks;
3. The whole community (men, women and children) will
participate in the solution of specific problems
(1976, p. 159).
However, the main objection to this approach seems to be its lack
of links to the structural context which contans most of the causes of
the specific problems which need to be solved. This situation may
generate disillusionment among community members, for despite specific
problems, the general conditions of the community might we 1 1 remain
the same. And paradoxical ly , another problem in this model is the fre-
quent dependency on external agents to motivate and maintain local
acti vi ties
.
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The Integrated Development Model: This model appeared largely
as an answer to the limitations of the self-help model of community
development. This integrated approach is, therefore, based on the
premise that a combination of factors-not only the right technology
and education but access to physical inputs and markets-is essential
to achieve rural development (Coombs and Ahmed, 1978, p. 89). Its
major characteristics go beyond the single-level strategy in the pro-
motion of social change in rural areas. Thus, a combination of fac-
tors besides technical knowledge are believed to be the answer for
bringing about agricultural change.
Some of the characteristics that seem necessary for the success
of this model are:
1 . The preparation of an adequate technological package;
2. The delivery of agricultural inputs on time;
3. The existence of adequate crop-specific extension
services accountable to local farmers;
4. The presence of favorable market for products produced,
along with the means for getting such products to the
market.
5. The involvement of the small farmer in the decision-
making process and a resource commitment from him to
the projects;
6. The existence of local organizations controlled by
the small farmer; and
7. An emphasis on increasing the small farmer's knowledge,
income, self-help and self-sustained capacities.
( Labelle
, 1976, p. 170).
Thus, the educational intention consists in helping the target
population understand the process of production, distribution and
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selling of agricultural products, and also in acquiring the skills
necessary for productive work. A major assumption of this approach
is the existence of the economic infrastructure and institutional
capacity necessary to make possible every stage of the project. This
is impossible without substantial financial support on the part of
private and public organizations.
Strate gies for Nonformal Education
In under-developed communities through the world, nonformal
education is being successfully applied to the problems of development.
Nonformal education, however, is not a "magic" solution to problems.
It. is at best, and then not always, a somewhat more promising approach
to some problems than formal schooling has proved to be. It should be
thought of as a specific and not a general remedy for educational
shortcomings with its utilization to be determined by contextual con-
ditions and effectiveness conditional upon its proper use. In the
study of nonformal education, therefore, it is necessary to form as
clear a picture as possible of what its best potentials are and
what conditions make it most effective.
Nonformal Education Model
. Axinn offers a general approach
model which can be used successfully in most forms of nonformal educa-
tion in development by the diagram shown in Figure 4.
Words have been assigned particular meanings in this diagram.
The first step in the strategy is to "Explore" the situation which
will encompass the particular nonformal education program to be
Flgure 4
’ MfQeveJopmental Approach
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Source: Axinn, 1974, p. 39 .
developed. Pertinent objectives of exploration deal with determination
of the nature of the problem to be solved and the reasons for the
existence of the problem. The second step in program development is
to "Plan" a program that is projected as accurately as possible to
solve the problems determined from the explored situation. As plans
develop and become more specific, there is an ever greater need for
more exploration to provide the necessary data for planning. The third
step involves putting the modified plan or plans into "Action." And
the fourth step involves putting the modified plan or plans into
"Action." And the fourth step is concerned with "Evaluation" results.
Again, there is an interplay among all parts of the path at each step,
but at each particular step one part is dominant (1974, pp. 37-38).
Axinn defines the arrows as ".
. . movement, either intellectual or
physical or both, between the various steps one takes in strategy"
(1974, p. 38).
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Strategy does not develop only from the data of the immediate
present, however. The areas of the circles in the diagram surrounding
each strategic step represent an information-processing component of
strategizing.
Bearing this developmental model in mind, the following issues
identify the central area's importance in nonformal development educa-
tion
.
Low Level of Structure. As nonformal education programs are
developed for different local situations, different approaches are
required. Diversity of approach implies diversity, or at least flexi
bility, of structure. Harman observes that:
Clearly, some activities have largely succeeded, while
others have failed. It is precisely the breadth and
flexibility of such efforts that enable the observer to
interpret the successes as an indication of the viability
of nonformal education and the failures as indication that
non-productive avenues of programming have been used (1976,
There is a great diversity in many aspects of nonformal education
the ages at which people are involved as learners, prerequisi ties
,
length of courses, and whether classrooms are used. Attendance is
voluntary and various. Likewise, the amount of documentation on enroll
ment leader credentials, successes of those involved in learning,
increased economic well-being as a result of the courses, and costs to
the learners and sponsors, vary greatly from one nonformal program to
another (Brembeck, 1973, p. 17).
Due to the flexibility of nonformal education and its lack of
affinity for national hierarchies, voluntary organizations are often
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involved (Pauls ton 1077 n v-i-n c u
’ I s/j, p. xn). Such organizations, often headed
by energetic amateurs who learn on the job, are frequently extra-
ordinanly effective—more so than government programs managed by
civil servants who often favor bureaucratic approaches.
Mobilization, an Old Tradition Even though the label of "non-
formal education" is of fairly recent origin, most of what it refers
to is old and well-established. Grandstaff observes that if we use
the formal
-nonforma 1
-informal continuum as historical categories, it
is clear that a huge preponderance of human learning has taken place
in nonforma 1 and informal settings and that more deliberate education
has occurred within a nonformal than a formal context ( 1974-b, p. 73).
A major problem of nonformal education is thus inherent in its
name. The most significant potential of nonformal education lies not
in the construction of a new educational structure, but rather in the
employment of an ancient resource to accomplish things that are diffi-
cult or impossible to accomplish in a formal setting. This means that
education should be extended to those excluded from formal schooling,
to expand the range and improve the quality of education by utilizing
existing structures, and to furnish a fertile ground for vital
experimentation and evaluation.
However, illiterates still learn a great deal in non-literate
modes of education. Every culture contains a large and educationally
potent oral tradition--a complex of communication networks and sub-
stantive matter that exists quite apart from the literate tradition.
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Grandstaff, therefore, emphasizes the use of old traditi
mo ‘ting the quality of nonformal education:
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'?ht g,ve emPha si s--and a positivephasi s--to the oral tradition as a potent and valuable
educational medium (1974-b, p. 43 ).
Socialization
. The mechanisms cultures devise for their preser-
vation are manifest in socialization patterns, these being "the process
by which individuals acquire the knowledge, skills and dispositions
that enable them to participate as more or less effective members of
groups and of the society" (Brim, 1966, p. 7 ). Socialization, then,
continues throughout life, dictating norms of behavior and attitudes
and reinforcing these through various mechanisms. The more cohesive
and traditional the society, the more exacting and pervasive are the
norms (Harman, 1976, p. 16). In practice, Eisenstadt observes that
this situation has several sequences:
1.
If new ideas and behaviors are in conflict with or
extraneous to the normative ones, they will probably be
rejected or ignored;
2. If the new notions do not appear to conflict with those
commonly held, attitudes toward them might at best, be
passive, but society will provide little or no support for
thei r adoption;
3. If new activities seem desirable, the culture and
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attenaent socialization processes will modify to assist
in their adoption (1973, p. 14).
The planner or designer of nonformal education, therefore, must
aim at least a portion of attention to those members of a community
who play the most significant roles in socialization and in the estab-
lishment or disestablishment of rewards. Generally, this requirement
translates into a heavy emphasis on adults within a community. The
generation of strong support for change is clearly one aspect of its
attainment and, consequently, must be a major concern of nonformal
development education (Harman, 1976, p. 19).
Re^ance on Local Resources
. Certainly one of the major factors
1 n the cost of educational programs lies in the training of teachers
and the logistical support costs of bringing programs to a location--
especially an isolated location. In developing countries, nonformal
education also operates in conditions of economic scarcity. Therefore,
developing inexpensive alternatives and relying on local resources
is critical. Grandstaff states that "If nonformal education programs
place heavy reliance on local resources, it might be possible to
achieve fairly dramatic reductions in costs" (1974-b, p. 44).
Coombs also indicates several common causes of major difficul-
ties and failures of nonformal education under the headline of "pit-
falls to avoid":
1. Launching expensive long-term programmes with only a
few years of external support in sight;
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2- Depending excessively on expatriate technical assistance
experts and failing to develop competent local personnel
to take over from them as quickly as possible:
3. Constructing, with external assistance, costly and need-
lessly elaborate facilities that cannot later be replicated
using domestic resources alone and, even worse, that lead to
wide dissatisfaction with more modest yet adequate facilities
than the country can afford (1973, p. 39 ).
Many nonformal programs do not require full-time facilities be-
cause nonforma 1 education supports the assumption that education can
take place anywhere. Often facilities and equipment can be rented or
borrowed on a part-time basis. Moreover, sometimes participants them-
selves help build facilities. Also volunteers and part-time paid
facilitators can be used as well as technical staff borrowed from gov-
ernment services and industry. Therefore, nonformal education pro-
grams must rely on local resources as a matter of necessity (Etling,
1975, p. 38).
Revising Reward Structures
. The success of nonformal programs
is likely to be highly dependent on the extent to which the relation-
ship between formal schooling and the society-wide reward and status
structure can be broken. That relationship is a powerful one. If
maintained, it will almost certainly provide a great deterrent to
acceptance of and participation in nonformal education programs.
Grandstaff suggests two possible ways to approach the reward
structure problem:
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1. To downgrade the status-related character of schooling
by limiting the rewards of schooling to those things to
which schooling is relevant.
2. To take care, when implementing nonformal programs, to
assure that tangible and strong rewards are available upon
their completion. Certificates, licenses and titles could
also be used, especially in cultures where such things
carry a great deal of weight. Social approval, if properly
orchestrated, can also provide a status basis for nonformal
education (1974-b, pp. 44-45).
Conc lusio n^ A Theory of Nonformal Education for Korea
This chapter has explored historical and theoretical elements
that have contributed to the evolvement of nonformal education. The
discussion has indicated that, particularly in developing countries,
the limitations of formal systems of education have required a search
for alternatives in educational strategy. Nonformal education has
therefore emerged as a new alternative solution for the complex prob-
lems of underdevelopment. However, application to the Korean socio-
political conditions requires modification and rei nterpretati on of the
theoretical elements of nonformal education that have been explored
in this chapter by the writer.
As in most developed and rapidly developing countries, Korean
socioeconomic development has been greatly benefitted by the widespread
availability of formal educational facilities. However, at the end of
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the nineteen-seventies, it became apparent that formal education was
not sufficient for meeting the basic goals of current Korean Govern-
ment policy, these being: ( 1 ) nationalization of democracy, (2) con-
struction of a welfare society, (3) realization of social justice, and
(4) educational reform and promotion of culture (Education in Korea,
1983, p. 13). Korea therefore became the first country in the world
to ensure the promotion of lifelong education in her Constitution, as
revised in 1980. The resultant Nonformal Education Act of 1982 clearly
outlined the significance of nonformal education within Korea's new,
broader perspective of the educational needs of the nation. It also
indicated the necessity of clearly differentiating the elements of non-
formal education that are appropriate to the Korean context, and those
that are not.
One element of nonformal education that must be discussed here
is the role that nonformal education assumes in creating social, poli-
tical, and economic change. This element is one that receives widely
varied treatment by different writers on nonformal education. Some
writers give this role little emphasis, considering positive socio-
political change to be a desirable, but indirect byproduct of nonformal
education. Other writers consider radical sociopolitical change a
primary goal of nonformal education, and they include consciousness-
raising, empowering strategies as fundamental elements of their des-
criptions of nonformal education. Analysis of the social, political,
and educational conditions existing in Korea has guided the Korean
government to the decision that the more radical forms of nonformal
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education are not as relevant to the needs of Korean society as
they might be to the needs of Latin American or African countries
that have had a long history of colonial domination. Korean policy
makers, therefore, have chosen to promote a nonradical approach to
nonformal education that does not focus on sociopolitical change as
a primary goal
.
This decision by the Korean government is highly significant
in judging the appropriateness of the concepts promulgated by the
three educators discussed in Chapter II of this document-Coombs,
Illich, and Freire. Illich's directives for improving education are
centered squarely on the concept of maximum decentralization of the
educational system. Within the Korean context, however, this goal
creates very serious problems. As will be discussed in greater
detail shortly, emphasis on maximum decentralization does not fully
correspond to the Korean model of national development, which has so
far been very successful in terms of its own criteria.
With regard to Freire's concepts for nonformal education his
discussion of the problems of traditional formal schooling, especially
problems in meeting the needs of the disenfranchised, stands as a very
useful background for the development of Korean nonformal education.
Also useful is Freire's understanding and application of problem-
posing as a learning technique. Flowever, its humanistic philosophy,
rooted in principles of Christian and Marxist thought, is not fully
compatible with the goals of the Korean program for nonformal
education.
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The third educator discussed in Chapter II is Philip Coombs.
His definition of nonformal education does not include a challenge to
the sociopolitical circumstances surrounding an educational program,
and this characteristic helps make Coombs' definition of nonformal
education the most compatible with Korea's needs of the three
delineated in Chapter II.
The definition of nonformal education that was formulated by
the Korean government as the basis for their new concentration on
educational opportunity in nontraditional settings, appears in
Article 2 of the Nonformal Education Act. This definition includes any
organized educational activities, conducted both in out-of-school
facilities and informal schools, except for the basic formal educa-
tional ladder system, which consists of six years of primary school,
three years of junior high school, three years of high school, four
years of college/university, and two years of graduate school education
It is not surprising to find that this definition is, in fact, a close
adaptation of the one given by Coombs in 1973:
... we define nonformal education as any organized
educational activity outside the established formal
system--whether operating separately or as an
important feature of some broader acti vi ty--that is
intended to serve identifiable learning clienteles
and learning objectives (p. 11).
The one significant difference between Korea's concept of nonformal
education and the one presented by Coombs is that in Korea it was
decided that the educational needs and goals of the country would be
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best served if nonforma 1 education were extended into sites that
normally offer formal educational programs, most notably into colleges
and universities. This means that nonformal education in Korea is not
entirely an out-of-school" alternative education form.
As noted earlier in this chapter, Grandstaff (1973) presented a
very conerent description of nonformal in terms of seven basic dimen-
sions by which a nonformal educational program can be distinguished,
these being: cost, program duration, basis in need, aspirations by
participants, linkage to employment, decentralized planning and alter-
ation, and distribution to potential audiences. With regard to six of
these seven dimensions, the concept of nonformal education employed in
Korea is in accord with Grandstaff's specifications for nonformal
education. However, there are limitations on the sixth of these dimen-
sions, decentralized planning and alteration. Program independence is
constrained by the decision in Korea that there had to be a central
monitoring of systems of budget and tax. Moreover, since Korean educa-
tional policy of the last few years is making it possible for nonformal
education to grow at an extremely rapid rate, efforts in this area are
being watched carefully with an awareness that the fast pace might
necessitate special supports and firm guidelines from the central gov-
ernmental agencies.
Nonformal education can be characterized by a full range of
participation in the decision making process, the implementation stage,
and the evaluation of its outcomes. Many educators, therefore, have
developed approaches to nonformal education which include participatory
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strategies for training, research, needs assessment, curriculum dev-
elopment, evaluation, and so on. What is stressed in this participa-
tion is that it be, as much as possible, bottom-up, not top-down. A
problem with this feature of nonformal education that must be recog-
nized in Korea is that, as in many countries struggling for advanced
development, the urgency and impatience for national improvement has
firmly established a system of highly centralized decision making with
the power to execute rapid, wide-ranging change. Most important pol-
icies, therefore, are decreed from the top, usually from the central
government, by a few top pol icy-makers and heads of influential
organizations.
It is within this reality of Korea's firmly entrenched practice
of highly centralized, top-down decision making that the writer de-
signed the first steps toward wider participation in nonformal
education that are described in detail in Chapter VII of this docu-
ment. The first step taken was administration of a Coffing/Hutchinson
design needs assessment instrument drafted in consultation with various
resource persons. This instrument solicited the knowledge and opinions
of nearly one-hundred policy-makers and members of the administrations,
faculties, and staffs of Korean universities. Besides this, the
writer decided also to conduct three public hearings on development of
nonformal educational programs in three cities in Korea. Although
these steps do not yet grant decision-making power to the grass-roots
levels of participants in Korea's nonformal education programs, it is
important to note that within the Korean context they do represent an
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innovative start towards the eventual goal of full participation.
Moreover, even in the present, these efforts to secure greater con-
sensus among participants represents a significant departure from
the conventional practices of the Korean bureaucracy.
The writer prepared a summation of the numerous arguments pre-
sented by the respondents to the needs assessment survey he had dis-
tributed. This summation was designed to show the strengths and
limitations of nonformal education as a tool for national development,
and for construction of a learning society in the Third World gen-
erally, and in Korea specifically.
With regard to Korea specifically, there are several highly
significant distinguishing educational conditions. For example, it
is significant that the adult illiteracy rate of Korea is unusually
low due to the full accomplishment of universal primary education by
the early nineteen-seventies. In fact, in 1985 the Ministry of Educa-
tion, Korea, will be able to extend compulsory education through
junior high school. This means that nonformal education in Korea does
not share the focus on literacy programs that is necessary in most
developing countries. Rather, Korean nonformal education must create
programs to encourage functional literacy and to meet a wide variety of
group specific needs and interests. It should be noted, however, that,
despite the movement away from adult literacy programs in Korea, the
nonformal education strategy in Korea is very firmly focused on
assisting the poorer segments of the population. Over thirty thousand
of the private nonformal education organizations and facilities have
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been working for the poor, helping them improve their functional
literacy levels and job skills. Besides this, the Korean government
provides free education to the rural poor, women, factory workers,
elderly people, and so on.
It is clear from the above analysis that considerable efforts
have been made to develop various aspects of nonformal education
relevant to the educational needs of Korea. In the next chapter we
will examine the specific considerations that need to be taken into
account when the intention is to provide opportunities for nonformal
education through the facilities of pre-established, formal univer-
si ties.
chapter IV
NONFORMAL EDUCATION AND THE ROLE OF THE UNIVERSITY
The
_Meaninq of Higher Education
In Deneral, higher education is perceived as the top rung on
the ladder of the formal schooling system. But what is meant by the
"University" and "higher education"? This question elicits different
answers from different people in terms of where they are from:
developed or developing countries; and who they are in terms of
university faculty, students, or taxpayers.
One dictionary defines the term "university" as an institution
for higher learning with teaching and research facilities comprising
a graduate school and professional schools that award master's degrees
and doctorates and an undergraduate division that awards bachelor's
degrees. This definition, however, mainly focuses on the formality
of a university and the reward systems of a university education.
Newman, on the other hand, addresses the term "university" from a
philosophical perspective:
. . . university is not "Learning" or "Acquirement," but
rather, is "Thought" or "Reason" exercised upon "Know-
ledge," or what may be called "Philosophy" (1970, p. 107).
A university's primary and essential function, therefore, is to
acquire, possess and to transmit scholarship. The major functions of
a university are to promote through reflection on and research of the
life of the mind and to transmit a society's highest cultures to each
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successive generation (Annan, 1975, p. 19). Trees also observes that
a university is:
1 • A repository of scholarship;
2. A place where new acquisitions to scholarship are made
reforming it;^
C ° rpUS
’ partial1y a " d sometimes radically
3.
tn
P
t?o
e Whfe the > raditi on of one generation of scholarso the next is maintained (1978, pp. 13 - 14 ).
McGinn also argues for these traditional definitions through his
belief that a higher education must contribute to the efforts and the
ability of the people to redesign their society. One way is to make
the learner both the subject and the object of development programs.
That is, university efforts should be directed toward developing employ
ment, creating new social organizations, and mobilizing human talent
(1976, p. 83). This study uses McGinn's definition.
Perspectives on Nonformal Education and the University
In the last two decades two themes have challenged educators and
policymakers in universities: (1) the attitudes of learners, and (2)
the relationship between higher education and national development. The
"crisis" of relevance is deeply embedded in the historical experience
of formal education in the world, particularly in the realm of higher
education, ohirk raises the question of whether such relevance was,
in fact, evident in the attitudes of former students in higher educa-
tion, particularly in terms of their value and status:
Because the old universities instilled bourgeois ideas of
getting educated in order to be an official and gaining fame
and prestige, university graduates were unable to carry any-
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thing with their shoulders or hands. Some students of nnnrand lower-middle peasant stock forgot their origin afterspending a few years in school --
" 9
the farther they were detached
peasants. They were unwillinq
(1978, p. 12).
and the longer they studied,
from us poor and lower-middle
to return to the countryside
As an example of action taken against this "crisis" of relevance,
a major objective of both the revolutions of China and Cuba was to be
directed against the elite and to replace it with popular culture
(Kaal, 1975, p. 36).
A second theme challenging universities describes their relation-
ship to the nation and to the national government. Higher education,
of course, cannot afford to plan its work without some degree of
integration within the national plan (Resemich, 1968, p. 121). The
need for integration, however, causes educators to be concerned with
the autonomy of higher education. At issue is whether or not the
autonomy of higher education conflicts with the political realities in
developing countries. Thus, some educators distinguish between the
autonomy of "thought" and the autonomy of "administration" in univer-
sities, asserting that the former is a necessary condition while the
latter has been achieved (Mazuri
, 1978, p. 19). Dion writes of aca-
demic freedom and the interplay between higher education and national
aspi rations
:
One must admit that much of the oratory about university
autonomy has been part of an official ritual and that real
conditions were often in flagrant contradiction with these
solemn proclamations. Universities have always been more
or less under the yoke of powerful social groups (1972, p. 69).
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A more reasonable condition for the development of the world,
therefore, is for national governments to accept universities as a
partner in reaching national goals because the general feeling among
many educators in developing countries is that policies on higher
education are likely to be most effective where there is a clear
definition of national goals and objectives (Yesufu, 1972, p. 16).
Coombs (1973) supports Yesufu's statement and proposes that
non formal education itself can assist in linking higher education with
national goals. Coombs believes that positive collaboration between
non formal education and higher education can assist where universities
and agricultural colleges provide research, planning and evaluation
services for nonformal programs (pp. 61-62). This collaboration could
contribute greatly to change the attitudes of staffs and students in
higher education, as well as integrate the university's academic and
research activities into national development plans as parts of the
total learning system serving the educational needs of society.
Coombs also sees this link in three roles of nonformal education
vis-a-vis formal education from kindergarten to university:
1. Nonformal education helps to prepare preschool children
for formal education through nursery schools, day care
centers, etc.
2. Nonformal education parallels and complements formal
schooling by providing extracurricul ar activities in
school s--through various sports, cultural and other
activities.
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3 ' In the lar9est and most diversified role of all, non-
formal education complements formal education by offering a
great variety of "continuing" or "further" educational
opportunities to older youth and adults who have com-
pleted or dropped out of formal schooling ( 1973 , pp. 25-
26).
Additionally, universities can make their facilities and personnel
available in off-hours. Teacher training institutes can help prepare
regular teachers and others (including volunteers) to play effective
instructional and leadership roles in nonformal education.
Traditional and Changing Roles of the University
Role of the Universit y. In general, the university
has traditionally been concerned with information rather than with
education in the moral, ethical or socio-effective domains (Coleman,
1972, p. 431). Where information is concerned, the emphasis has been
on mastering bodies of facts, not on acquiring skills for applying
those facts or for acquiring learning. As Silva (1973, p. 41) put it,
the student has been conceptualized as "a mere receptacle or ’stock-
pile' of knowledge." The information transmitted is seen as a summary
of basic things the student will need to know in later life. This
knowledge, however, is usually not explicitly designed to be relevant
to the immediate, day-to-day life of students. Its usefulness lies
instead in the adult life to come. The university has also been
traditionally conceived of as preparing students to play well-defined
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roles in an existing social structure (Bowles, 1974, p. 492), and as
imparting a set of vocational success during adult life (Kdstid, 1972,
P. 18).
Turning to the developing countries, Lewis sees the role of the
university as the bearer of the culture, the trainer of skills, the
frontier of knowledge, and the service agent:
The Bearer of Culture: In developing countries, there is a sense
that the university, far from transmitting the culture, is instead one
of the forces that erodes traditional society. Much that the tradi-
tionalists weep over and think so special to their own legacy is
really no more than the universal culture of poverty, which could not
possibly survive development. The university, however, is seen to be
associated with development and is therefore a destructive agent accord-
ing to traditionalists. Despite the small ratio of the population that
it educates, higher education must define its creative cultural role
and ways by which it can make its contribution to evolving social
patterns (Lewis, 1977, pp. 516-521).
The Trainer of Skills: It is inevitable that what most students
do at a university will have little bearing on the jobs they ultimately
get. Hence the university is not for them a place of training, but a
place for spending four years as enjoyably as they can. To the peren-
nial question of which skills are fit to be taught in a university and
which are not the traditional answer is that university skills are only
those that have major intellectual content (Lewis, 1977, pp. 521-524).
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The Frontier of Knowledge: To advance the frontiers of know-
ledge is rather a recent function of the university. In the past
knowledge was advanced by gentlemen scholars outside of universities.
Nowadays, however, all the best universities claim that advancement
of knowledge is their pride and joy, and that they therefore prefer
to hire so-called "first-class" faculty members who have studied in
the developed countries such as the U.S.A. and Europe; to use them in
teaching only for eight to ten hours a week; and to enforce the "pub-
lish or perish" rule. However, the number of university scholars with
first-class creative minds is small and specialized. Due to this, they
seem to derive more job satisfaction from working at well-known univer-
sities in their own countries on their own research and teaching rather
than they do by collaborating with others (Lewis, 1977, pp. 524-525).
A Service Agent: Once a university has started in a new commun-
ity, its collection of relatively high-powered people can make an
enormous contribution outside its walls. Such a contribution is
normally expected. Universities create scientific societies by train-
ing practicing professionals. Faculty serve on public committees;
they accept offices of various kinds; and they serve as consultants to
the private sector as well as to government. More formally, univer-
sities provide extramural teaching opportunities and sponsor concerts,
lectures, exhibitions, and sporting spectacles which are open to the
public (Lewis, 1977, pp. 526-528).
Intellectual Products and University Constraints . There has been
a great deal of tension between tradition and innovation within univer-
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sities (Parker, 1972, p. 23). Critics have attacked the lack of inter
action between university research and teaching and the social needs
or daily problems with which a society is confronted. Despite the
pressures brought to bear by these critics, universities have in
general retreated into protectionist positions in order to keep their
structures intact.
What stake, then, does a university have in research and teach-
ing? This question can be developed further: Does the university
have a special responsibility to the production of theoretical models
and scientific knowledge? Should research be emphasized, and re-
searchers be given sole responsibi 1 ity for defining the field of
investigation? Is it, on the other hand, preferable to orient univer-
sity research and teaching around questions emerging more or less
explicitly from different social groups or according to the demands
of society? In the latter case, should access to knowledge normally
diffused at the university be modified for public consumption? Should
the university's public service role therefore be considered more
seriously? Is it possible for university students and diverse adult
populations to collaborate in an original way for real intellectual
creativity? Whatever the questions are, it is clear that due to
present institutional difficulties noted earlier, solutions cannot be
proposed without first redefining current university structures and
functions
.
Dominice further observes the constraint placed on intellectual
production at universities:
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I. University scholarship is abusively confined to
scientific knowledge," to the detriment of broader view
of culture and a valorization of ethical reflection and
artistic creation. Moreover, scientific production as it
exists in the exact sciences tends to become the model to
which social research is expected to conform today
When educational researchers or instructors do undertake
projects which are not susceptible to "scientific" treat-
ment, the end result is far too often intra-departmental
opposition on methodological grounds, or disqualification
by those who identify with the norm of traditional
university intellectual production.
2. University teachers only manage to stabilize their pro-
fessional status insofar as they achieve recognition as
specialists. This results in an absence of cooperative
teanwork, reinforcing the sectional ization of approaches
already inherent in the division of university into "depart-
ments" or "colleges."
3* Academic production is initially and essentially destined
for use by academics, students and by specialists of a pre-
cise field. Doctoral thesis subjects remain significant
examples of this phenomenon (1978, pp. 24-25).
To cope with these constraints, Dominice (1978, p. 33) suggests
opening the "university" while also, and perhaps principally, asking
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about the nature and the end of the "knowledge" by which the univer-
sity can and must define itself.
Ihe_ quiet Revolutionjn Universities
. Historically, however,
much of the change in education has been in response to the pressures
and demands from outside the academic setting (Ferris, 1974, p. i x ).
In recent educational theory, emphasis is also moving away from educa
tion's role as the provider of cognitive skills to one that focuses
more on that of fostering interpersonal and intrapersonal development
(Cropley, 1977, p. 13). There are increasing demands that education
must consciously strive to facilitate full and satisfactory personal
growth and increased self-actualization. Thus, educational thinking
in recent years has stressed that the current organization of school-
ing does not take adequate account of the fact that we live in a
changing world. Therefore, that universities should extend their
sphere of operation and academic activities beyond their walls into
the community is now well recognized (Boyer, 1974, p. 7).
The Ministry of Education and Social Welfare in India has ex-
pressed several reasons why universities should plan more comprehen-
sive programs for meeting the needs of society:
1. The compelling urgency to bring about socio-economic
transformation through democratic and responsible parti-
cipation of the people.
2. Increasing needs to accelerate developmental processes
by enhancing human resource potential at all levels.
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3. Continuing development of technologies and working
techniques, as well as constant scientific investigations
and new research findings, which make acquired knowledge
obsolete and in need of constant updating.
4. browing recognition that if educational opportunities
are to reach all strata of society, they have to become
more flexible and should combine formal and nonfcrmal
processes so that citizens may have a continuous as well
as recurrent access to education (1975, p. 6).
Since the 1950s, a great number of universities around the world
have already started to respond to these needs through various pro-
grams of nonformal and adult/continuing education. Some have estab-
lished full-fledged departments of nonformal and adult/continuing
education, such as community colleges and open universities. Others
have organized a variety of extension education projects. Still others
have organized courses and evening and morning classes. Others have
provided a wide range of technical assistance, especially for the
developing world. Therefore, universities have already begun the
"quiet" revolution to meet new needs of a new clientele.
University Participation in Nonformal Education :
General Issues and Recommendations
Although many universities, both in developed and developing
countries, have instituted various programs of nonformal and adult
education, the range of their activities, the variety of their courses
and the dispersion of their clientele is much too limited. The var-
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10 us reasons for this are linked to demographic trends, scientific,
technological, social and cultural advances, as well as to modifica-
tions in educational policies and objectives. Also, the dichotomy of
tradition and innovation persists within the university.
Kinsey therefore points to some preconditions to be resolved
for university participation in nonformal education:
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new and demanding roles while giving employment benefits
or promotions to those who meet traditional criteria based
on traditional activities (1980, p. i).
In order to develop an effective uni versi ty-based nonformal
education program and encourage the university to participate in non-
forma) education, the following recommendations are proposed by several
scholars of the field (Parker, 1972; Vermilye, 1974; Stephens, 1978;
Kinsey, 1980).
1. The curricula should be determined by the learning needs
(personal, socio-cul tural
, vocational and occupational) and
experiences of youth and adults rather than by the pre-
determined framework of formal, degree-bound courses.
2. An inter-discipl inary orientation is essential to make
the program move closer to community, youth and adult
interests and concerns; a variety of educational exper-
iences in different situations will need to be put into
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effect to make a viable program of nonformal education.
3- The teaching faculty will need to undergo a total re-
orientation towards their responsibilities not only in
formal education, but also in nonformal ways of education
as well, to meet the complex learning needs of society.
4. Teaching responsibilities need not necessarily be con-
fined to those within the university structure, but should
draw, without prejudice and formality, upon people from
outside the university system so that different kinds of
experiences may flow into the nonformal education programs.
5. Since nonformal education is based on the explicit and
implicit principle that the educational process does not end
with the degree or diploma, the participation of youth and
adults in defining objectives, content and methods, and
assessment criteria of nonformal education becomes central
to the success of the program.
6. To promote research activities in nonformal education,
the university can assist by:
a) conducting initial surveys of villages for
identification of learner and community needs;
b) developing curricula and learning-teaching materials;
c) devising evaluative tests;
d) carrying out evaluative studies of the program at
various points of implementation; and
e) promoting doctoral/other research in related aspects
of nonformal and adult education in teacher training
colleges, university departments of sociology, educa-
tion, psychology, etc.
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7. To train staff and educate nonformal educators, administra-
tors and planners as "catalysts," the university can play a
crucial role by:
a) organizing short-term training programs for implement
11
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c) introducing M.Ed. programs in nonformal and adult
education in post-graduate teacher training colleges;
d) introducing bachelor's degree courses in nonformal
eaucati on
;
e) introducing various aspects of nonformal and adult
education as compulsory subjects in all teacher
training institutions; and
f) organizing high level diploma/certificate training
courses in nonformal and adult education.
.1egs
]
0 nsj^ o n University Participation in Nonformal Education
In the last section various issues and recommendations for link-
ing higher education and nonformal education were identified. Two
major issues opposing this linkage, however, are evident from the com-
prehensive overviews provided in Chapters III and IV. First, the
methods and goals of nonformal education are almost in contradiction to
the formal practices and perspectives of standard universities, includ-
ing those of Korea. Second, the demand for higher education remains
high in Korea. Therefore, universities feel little pragmatic need to
divert energy and resources into a new and, to them, unattractive
educational form. The present dynamic between nonformal education and
higher education in Korea does not encourage integration or coopera-
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.
One of the great strengths apparent in most universities is
their institutional infrastructures, which include organised adminis-
trate policy, reward systems, and so on. This strong institutional
base has made it possible to develop several different forms of uni-
versity participation in nonformal lifelong education. These forms
of university participation in nonformal education divide into two
basic categories:
1. Development of an independent institution of higher
education, like the Open University of the United Kingdom,
which uses the resources available in traditional univer-
sities, but provides a relatively nonformal program; and
2. Provision of continuing education, for either credit
or non-credit, by a division within an existing college
or university, a format very popular in the United States
of America (see Chapter V of this document).
However, the problem remains that in many countries university person-
nel and society in general do not respect these relatively nonformal
institutions or programs. Disdain and distrust is particularly strong
in countries like Korea where the traditional way of thought, which in
Korea's case is based on Confucianism, promotes an ethos of formalism
and a strong faith in formal institutional structures. In Korea,
therefore, it seems unlikely that there will be easy, widespread
adoption of the American-styled continuing education model for inte-
grating post-secondary educational institutions and nonformal education.
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is dependent on faith, enthusiasm, and cooperation from
too many people in too many diverse locations. Korea has therefore
made the decision to emphasize linkage between universities and non-
formal education by means of the United Kingdom model of a separate
institution like the Open University. As a result, two kinds of non-
traditional colleges have been developed to provide continuing higher
education programs for out-of-school youths and adults. These are the
Air and Correspondence Colleges and the Open Colleges.
Higher education has relied on organized libraries, specialized
subject matter, and faculty members who, through research, are contin-
ually adding to and refining knowledge (Griffin, 1977, p. 36). It
is evident, therefore, that if higher education did adjust itself to
meet the new needs of a new clientele, it could become an important
force in revitalizing educational innovation. Nevertheless, higher
education has neglected this function. This may be largely due to
the reality that in many countries university personnel are not re-
warded for involvement in university outreach programs or in non-
credit learning activities. It is for this reason that Kinsey (1980)
called for modification of university policies and reward systems so
that policy and monetary value be given to nontradi tional educational
activities. In Korea such value changes seem to be highly advisable
since only nine percent of all Korean colleges and universities have
participated in nonformal/1 ifelong learning programs so far. Other
lesser tensions that impinge on participation in nonformal education
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by Korean colleges/universities are identified by the stage of needs
assessment that is discussed in Chapter VII.
It is clear from the above analysis that there are tensions
and controversies with regard to higher education's involvement in
non formal education, both in developed and in developing countries.
Overall, higher education has failed to cooperate and encourage
out of school youths and adults to continue their education, and this
has certainly been the case in Korea. The Ministry of Education in
Korea has no expectation of immediate dissolution of all the impeding
tensions. However, it has committed itself to working hard at improve-
ment, and it has the power, through the Nonformal Education Act and
the Presidential Decree of 1983, to effect real and reasonable changes.
Summary
Since the 1950s, a great number of universities both in developed
and developing countries have supported initiatives to provide various
nonformal and adult education programs. The university as an institu-
tion of higher learning possesses experienced personnel, enormous re-
search facilities, and a high degree of social respect around the world
However, the university still struggles between the often conflicting
demands of tradition and innovation.
A new role for universities can be envisaged through the follow-
ing three dimensions:
1. Support of and contributions to nonformal and adult
education activities carried on outside universities;
2. Development of education and training programs, as
well as expansion of learning facilities for out-of-
school youths and adults inside universities and colleges;
96
3. Promotion of research, studies and traininq relatpH
elca^ion as
Ch
a°li
0U
i
h5
f-
an
i-
adultS and ^tinuingucati scienti ic discipline.
Having explored several theoretical and general issues and con-
siderations involved in the task of inducing greater university parti-
cipation in nonforma 1 education, it would now be helpful to turn to
more specific examples of how this participation has been managed in
reality. Three such examples are examined in the following chapter.
C II A P T E R V
LESSONS FROM UNIVERSITY PARTICIPATION IN
NON I ORMAI EDUCATION: CASE STUDIES
Introduction
The case stud1es presented here describe several Instances of
university participation In nonformal education organized for the
purpose of providing continuing educational opportunities to out-of-
'.chool youths and adults. The intent is to examine several models of
potential use in guiding and encouraging the participation of Korean
universities in nonformal education.
Every society has used the continuing education process for its
own maintenance and development. Certainly with the rapid and bewilder-
ing pace of change in knowledge, learning as a lifelong process be-
comes more essential to life. It should, therefore, be stressed that
the experiences of other countries can provide useful lessons for
countries like Korea, which intend to improve and expand nonformal and
lifelong educational opportunities for their citizens.
Three case studies have been selected for researching as models
lor developing university participation in nonformal education in this
study: first, the Open University of the United Kingdom, an independent
higher education institute; second, continuing higher education in the
United States of America as a part or division of the existing col-
leges and universities; and third, the National Institute of In-Service
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Training in Venezuela, which emphasizes nonformal activities through
its courses and curricula.
CASE 1: liig-Ppen University of the United Kinnrinm
The main purpose of the educational model used by the Open
University of the United Kingdom is to extend educational opportunities
to sections of the population which are usually excluded, in effect
providing the educational system with a new source of clients. The need
is felt throughout the world for educational institutions to better
serve special categories of adults, e.g., workers needing special quali-
fications, professionals, executives and technicians on whom political
or social changes may assign new and different responsibilities for
which they are not trained. Unesco describes certain systems that pro-
vide broader access to higher education such as:
Tel eKol leg (Federal Republic of Germany); The Secondary
Correspondence and Radio School of NHK-Radi o (Japan);
and The Open University of the United Kingdom. The Open
University combines radio and television broadcasts, the
use of special manuals and learning kits, correspondence
courses, consultation by video cassettes, group seminars
and summer school (1975, p. 135).
The Open University aims to correct the imbalance of unequal
access to educational opportunities by providing higher education to
those who, for reasons of the selective system or personal choice,
have not completed the last sequential stage of the formal educational
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system. It is designed to offer an additional chance to adults whose
initial education has been cut short. As Perry observes:
In Britain higher education has traditionally been directed
^
' C(™P^t!on of a continuous end-on sequence ofinitial educational steps, each step being offered to a
smaller and more highly selected fraction of the age grouoThis system is extremely efficient in the sense that itinvolves very few errors of commission. ... On the otherhand it is a system which inevitably involves a large number
o errors of omission in that many young people who areintrinsically capable of benefiting from higher education
were denied entry to it by the operation of the selection
system (1978, pp. 127-128).
The Open University was chartered by the Queen on May 30, 1969 as
an independent autonomous university with power to award its own de-
grees (The Open University, 1979, p. 9). The Charter states its
objectives in broad terms:
The advancement and dissemination of learning and knowledge
by teaching and research, by a diversity of means such as
broadcasting and technological devices appropriate to
higher education, by correspondence tuition, residential
courses and seminars, and in other relevant ways, and,
to provide education of University and professional
standards for its students, and to promote the educa-
tional well-being of the community generally (Legge,
1982, p. 90).
Sometimes referred to as the "University of the Second Chance," it was
directed to structure and implement educational approaches that
accommodated the life style of active adults who would have to study
on a part-time basis. The Open University is encouraged to make full
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use of the educational potential of BSC television and radio facili-
ties. It is at the same time, however, responsible for maintaining
traditional academic values and degree standards.
The campus of the Open University is located in Milton Keynes,
Tifty miles northwest of London (The Open University, 1979, p. lo).
Here there is office space for the teaching and administrative staff,
a library, laboratories and special buildings for the publication of
academic material. The teaching system includes correspondence texts
geared for independent study. These student-active texts allow the
student to pause, reflect, agree or disagree, and give feedback
( Mayes ke, 1974, p. 77). "Set books" (texts dealing with specialized
topics) accompany the correspondence units. A twenty-five-minute TV
production for the weekly work supplements the foundation-level
course assignments with dramatic documentaries, discussion, and labor-
atory experiments. Twenty-five minute weekly radio programs often
carry interviews with eminent guest speakers or group discussions by
academic authorities.
In an effort to overcome feelings of isolation common to an inde-
pendent study system, the Open University makes personal contact with
students an integral part of its educational approach. Tutors and
counselors are available to the student by mail, phone or in person at
learning centers. These specially trained people are able to provide
the type of attention and guidance dictated by the unique needs and
schedules of students. In all, two hundred and seventy learning cen-
ters are located throughout the United Kingdom (The Open University,
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1979, p. 34) . Here students and tutors meet, discuss, argue, listen
and go over the weekly material. Attendance at a week-long summer
session for the foundation courses allows students to review, attend
supplementary lectures, discuss material and work in fully equipped
science laboratories. Students must attend this summer session, submit
assignments throughout the year, and sit for a proctored final examina-
tion. As of 1979, the Open University's current enrollment numbered
over seventy-eight thousand students. Over 32,000 had graduated by
that time (The Open University, 1979, p. 6).
The success of the Open University in the United Kingdom has
given a substantial impetus to development of the open learning
system. Mackenzie and his colleagues summarize the main character-
istics of the Open University, suggesting those that may be relevant
to other countries:
1. The Open University is a new, permanent educational insti-
tution, which is largely autonomous.
2. The University is a university among existing universities
conforming in the main to their established requi rements
,
’
though offering a range of course choices greater than
existing universities.
3. The Open University teaching system is devised to make
full use of most (but not all) modern educational media,
and to draw heavily upon all relevant pre-existing educa-
tional and communication facilities. These facilities,
which are essential to its system, are heavily dependent
on the following external agencies:
-- Publishers, for guaranteeing the availability of set
books
.
-- Booksellers, for stocking and distributing them.
-- Other universities, for providing summer-school facilities.
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5. In partnership with the BBC, the Open University has de-
vised patterns of innovative working relationships among
academicians alone, academicians and educational broad-
casters, and academicians, broadcasters
,
and educational
technologists unprecedented in the United Kingdom. These
relationships draw upon the forty years' experience of
educational broadcasting, the guidance of national educa-
tional advisory agencies, and a national aptitude for
co 1 1 aborati ve work
.
6. At its outset, the Open University had to contend with
traditional political and professional attitudes which
molded and may continue to influence its form and practice.
When the university eventually proved its new approach
could be successful, it then encountered pressure to con-
tribute to other aspects of higher education than its
planners had envisaged (1975, p. 358).
Titrnus highlights several additional Open University character-
istics that are potentially relevent to other countries. The model can
serve:
. As an ancillary institution of higher education;
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CASE 2: gentinuing Higher Educati on in the United States of America
In 1975, it is estimated that over half of the 3 million high
school graduates in tne tinted States go on each year to some form of
further or higher education. There are approximately 7 million full-
time students in universities and colleges, another 6 million enrolled
part-time, 4 million engaged in some form of correspondence education
and millions more engaged in various forms of formal education for
school learners.
To serve this large student population there are over 1,700
universities and colleges offering first and second degrees, and 1,000
junior and community colleges which provide courses up to sub-degree
level. These universities and colleges are both publicly supported
(with state and municipal funds) and privately endowed. There is
general acceptance and i nterchangeabi 1 i ty of the academic awards they
offer. Broadly speaking, students who have graduated from high school
anywhere in the country may make their way through the system, calling
appropriate credits from one institution to another.
The concept of accumulating and transferring credits lies at the
heart of the American system, permitting students to move, suspend
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study temporarily and re-enter the system at a later date. The concept
guides the construction of syllabuses; provides a way of computing the
amount of study required and regulates the pattern of assessment for
each level of qualification. By means of a network of accrediting agen-
through regulation by state education agencies, the United
States system can thus accommodate a very great variety of degree and
sub-degree programs based on widely differing syllabuses, modes of
instruction and means of assessment and examination.
Despite such flexibility, however, a considerable number of those
who go on to some form of post-secondary education do not complete
their formal studies. It is further estimated that over 70 million
aault U.S. citizens have never finished high school or taken any formal
course of study beyond the secondary level (Bills, 1982, p. 19). This
problem is particularly acute among ethnic minorities and other socially
disadvantaged groups.
To many Americans, therefore, the Open University of the United
Kingdom appears to be an exciting educational endeavor that provides
broader educational opportunities for those who have not gone to
universities or college study. In the effort to determine whether
educational materials and the learning system could be used by American
institutions, the Carnegie Foundation funded a study by the Educational
lesting Service under the direction of Randy Hartnett to assess the
extent of Open University course materials at three American Institu-
tions: the University of Houston, Rutgers, and the University of Mary-
land. Mayeske reports on the assessment as follows:
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Although the names of university and college programs for out-of-
school youth and adult education vary, such as "continuing education
program," "university extension program," "university outreach pro-
gram, 1 and so on, there has been a great deal of university participa-
tion in non formal education. The National University Continuing Educa-
tion Association (NUCEA) founded at the University of Wisconsin in 1915,
now has two hundred and sixty-three members and nineteen affiliate mem-
bers (NUCEA, 1983, pp. 12-14). The NUCEA consists of universities,
colleges and related organizations and their professional staffs who
are dedicated to lifelong learning and public service. Through contin-
uing programs, NUCEA members make their institutional and community
resources available to youths and adults, individuals and groups, vol-
unteer organizations, governmental units and private industry. The
Association has, therefore, passed its golden anniversary as one of
America’s principal open doors to lifelong learning.
106
Another national organization for continuing higher education,
namely the Association for Continuing Higher Education (ACHE) also
evidences useful information on American university participation in
ormal education. The Association has two hundred and sixteen full
and three affiliate members as of 1982 (ACHE, 1982, p. 114). The 1982
Proceedings of the ACHE describes its aims and purposes as follows:
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with other groups and national organizations will be
strengtnened and support will be given to legislative
assistance in the furtherance of its goals. ACHE, seeks
and exerts an active leadership role in the changing
pattern of American higher education (Bills, 1982, p. i).
The University of Massachusetts/Amherst, which holds a membership both
in NUCEA and in ACHE, has been actively involved in promoting broader
educational opportunities for all its residents. The Bulletin of its
Division of Continuing Education states:
1. What is the Division of Continuing Education?
The Division of Continuing Education provides access to
the University to those people of the Commonwealth who are
not full-time students. A part of the University’s Academic
Affairs area, the Division works in close collaboration with
the various academic units in planning and offering credit
and noncredit programs designed to meet the educational
needs of nontradi tional students.
2. What kind of people attend continuing education programs?
All kinds. We have young adults and retired people; union
members and business managers; professional people and
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^°" S ’ Center, and cultural enrichment pro-grams. The Arts extension Service provides extensive
assistance to community arts groups and individual
artists throughout New England.
4. How does the course schedule work?
Winter Session courses are .three weeks long; sprinq andfall evening sessions last 14-16 weeks; Summer Session
consists of two sessions, six weeks each. Continuing
Education also offers one- or two-day seminars, limited
time workshops, and some Saturday classes. The flexible
schedules of our programs make access easier.
5. Does the regular University faculty teach courses?
Most credit courses are taught by full-time faculty, whose
members include scholars nationally and internationally
recognized for their work. Credit-free workshops and
many special programs are taught by professionals with
expertise in a particular field. Seminars and confer-
ences are often led by well-known authorities. Most
important, however, is our faculty's ability and willing-
ness to teach, to spend time with you and guide your
learning.
6.
How do I qualify to become a part-time student?
Persons enrolling in credit courses must have a high
school diploma or certificate of General Educational
Development. Credit-free workshops are open to all
interested persons, regardless of their educational back-
ground. Persons aged 65 and over may register, free of
charge, for one credit-free workshop per semester, pro-
vided that the workshop has met its minimum enrollment.
The interchange possible in our small classes reinforces
motivation and personalization (Fall 1983, p. 3).
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Having examined relevant features of the American continuing
higher educational system, let us turn now to a study of the situation
in a Latin American country, where we can see a functional example of
an in-service educational model.
CASE 3: MlgMlJn^^ Training of Venezuela
The National Institute for In-Service Training of Venezuela
was founded in 1950 to provide in-service training for elementary
school teachers. At that time 67 percent of the elementary teachers
lacked the professional education required by Normal School standards,
and the number of institutions for preservice education was far from
sufficient to satisfy the existing demand for qualified teachers. Be-
tween I960 and 1964, the Institute granted degrees to 13,840 elementary
school teachers, covering the need at that level. From then on it has
dedicated its efforts to the preparation of secondary school teachers.
In spite of its still traditional organization and teaching strategies,
the Institute can take credit for most of the accomplishments and the
only experience in off-campus education.
Recent developments, however, have presented a further challenge
with the introduction of various nonformal education ideas and tech-
niques to the Institute. The IMPM (Institute de Majoramiento Pro-
fesional del Magisterio) has been reorganized under the following
principles, priorities and strategies, on which the further develop-
ment of the Institute is based:
109
1
. Basic Concepts
(a) The objective of the reorganization of the Institute is to
convert it into an experimental center of higher education
capable of carrying out three combined and complementary
courses of action:
teaching programs for in-service personnel at thedifferent levels of the educational system;
” ^PPj;ed /esearch in areas related to the objectivesof the institution; and J
development of educational technology suited to
Venezuelan needs.
Participation in a curriculum which combines the above-
mentioned courses of action in some measure is believed to
be one of the most effective ways to prepare teachers.
(b) The new Institute is conceived as the center of an educa-
tional network serving the needs of in-service teachers.
This emerging network, which is to eventually have
national coverage, consists of regional nuclei which are
furnished with a variety of educational resources and are
connected through all mass media available: radio, tele-
vision, the press, telephone, etc. The purpose of regional
nuclei is to meet the specific educational needs of the
various areas of the country.
(c) The above-mentioned concepts envision the student as a per-
son who, at any given time in his/her professional life,
can feel a need or a desire to further his/her learning.
no
Consequently, he/she should be able to access the means to
satisfy such a need while simultaneously acting as a
dynamic agent in his/her own learning process. Thus, the
Institute designs and offers its clients a variety of
learning situations which can facilitate the acquisition
of the desired knowledge, promote the development of open-
minded attitudes toward teaching and learning, and en-
courage the mastering of those skills considered indis-
pensable for successful performance of teaching functions.
(d) The design of learning situations suited to the needs of
various clients implies an effort to gather as much informa-
tion about the student as possible and also about the
environment in which he/she performs as a teacher.
2. Priorities
According to its objectives, the Institute is required to design
and carry out three kinds of programs:
(a) Professionalization: oriented to provide in-service teachers
with courses leading to respective accreditation or titles.
(b) Retraining: intended to prepare teachers for functions other
than purely instructional ones, all within the framework of
the teaching profession, e.g., from teacher to principal of
a school, from principal to supervisor, or from teacher to
counselor.
(c) Recycling: generally of short duration, intended to update
teachers in specific areas of their individual fields of work.
in
In other words the services of the Institute are directed to
teachers having the following characteristics:
- in-service teachers without their respective degrees;
teachers from all levels for permanent improvement.
Major Strategies
(a) The Institute operates as an open institution, flexible
enough to respond to the changes occurring within the
various educational levels and modes of the school system
in which it is called upon to serve. It operates through
teaching programs offered at the Institute itself, as well
as through off-campus programs which are delivered through
various available media. In order to fulfill its objectives,
the Institute establishes formal bonds with other institu-
tions which carry on similar functions for the purpose of
combining programs and resources in the spirit of a policy
of mutual assistance and development for in-service
teachers. The Institute contributes to the establishment
of a link between the Venezuelan university and the
elementary and secondary levels of the school system so
that university resources can be utilized in the research
and solution of problems at these levels. The above-
mentioned regional nuclei might typically offer all or
several of the following resources and services:
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-administrative activities such as the on , nnMar the
courses offered evenings and/or weekends;
units for academic counseling which facilitate imDle
mentation of independent study programs; and
'
^ource centers that offer the learner additional
counseling
^ ^ Which iS ° ffered as squired
The student is provided with an identification card which gives
access to the various educational services offered through the
regional nuclei, as well as to any other educational services
that they may obtain through their own efforts. The students
are encouraged to search for such educational opportunities,
which, once identified and used, are validated by the Institute
according to the regulations of their respective programs.
(b) Teaching Strategies
Direct and Off-campus Education: The teaching function of the
Institute is carried out through a diversity of ways, means
and strategies which adjust, in each case, both to the require-
ments of the participants and to the purposes of the program.
Since the Institute deals with in-service teachers, its pre-
dominant strategy is composed of models that combine direct
education with off-campus education.
The Bonding of Theory and Practice: The teaching models,
strategies and techniques used by the Institute serve to
reinforce the establishment of a very strong link between
theory and practice, practice being the performance of the
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participant whether at work or under laboratory conditions
which reproduce the real situation as faithfully as pos-
sible. This objective parallels the educational emphasis
placed on the identification and solution of problems.
General Learning Guidelines: Following the principle that
the teacher tends to teach as she has herself been taught
rather than as she has been told to teach, the teaching
function of the Institute follows these general guidelines:
f e ' T" 9 situations planned and the behavior ofthe teacher educators should be models for the type ofprofessional behavior expected from the graduates?
Learning situations should encourage interaction betweentheory arid practice so that the application of what hasbeen learned to actual educational problems can befaci
1
i fated.
The Institute should experiment with various nonformal
educational teaching-learning models and techniques.
The student should be offered a range of possibilities for
ample participation in the different stages of the
teaching-learning process.
The curriculum offered should be flexible enough to per-
mit the student to choose, at any given time in a career,
those subjects which best suit his/her particular needs
and interests (1979, pp. 28-31).
Summary
Although the primary intent of this section is to illustrate
current trends and types of university involvement in nonformal educa-
tion as case models, several ideas of potential use to Korean univer-
sities can be considered here.
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The open university of the United Kingdom, an independent
higher education institute, uses the following mechanisms for improv-
ing quality of education. These mechanisms could serve as a useful
policy model for the Korea Air and Correspondence College (KACC). The
mechanisms include:
1 . Full use of the educational
vision and radio facilities
potential of BBC tele-
2 .
Ind
3nd Sevent
? lear"i"9 centers where tutorscounselors are available to the student by mailphone or in person. y ’
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Considering the other two cases, as of now, no Korean univer-
sity or teacher training college offers such widely differing options
for university involvement in nonformal ways of education. The failure
to adapt appropriate versions of these two models is not so much due
to cultural barriers as it is to infrastructural barriers preexisting
in the Korean universities themselves. The following conditions are,
therefore, prerequisite to the successful introduction and adaptation
of the above two models for Korean universities and teacher training
colleges
:
1. Re-orientation of teaching faculty towards new responsi-
bilities to meet the complex learning needs of Korean
society.
2. Reformation of existing rigid university admission
policies which are currently designed to accommodate
only young adults able to meet formal academic tradi-
tions
.
3. Determination of the needs to develop a freer atmosphere
to help school children improve their sensitivity and
maturi ty
.
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Having examined each of three practicing models for university
involvement in nonformal education, let us now turn to the task of
exploring those issues and considerations important to the involvement
of Korean universities in nonformal education.
CHAPTER VI
PERSPECTIVES ON KOREAN UNIVERSITY PARTICIPATION
IN NON FORMAL EDUCATION
Introduction
Until the early 1960s nonformal education practiced in Korea
consisted of mass-literacy campaigns, civic education, agricultural
extension study and adult education, mainly conducted by private non-
forma] education organizations. As the successful execution of the
economic development plans from the early 1960s brought about remark-
able changes iri Korea s political, social and economic environment, it
became increasingly apparent that formal school education alone was
inadequate. Some form of lifelong education would be needed to pre-
pare each individual to cope with the modern pace of life. Further-
more, it is significant to note that Korea's new Constitution, which
was revised in 1980, provides for the promotion of lifelong education
as one of the basic human rights (Constitution, para. 5, Art. 29,
P* l5 )‘ To legitimize the above spirit of the Constitution, in Decem-
ber 1982 the National Assembly of Korea passed the Nonformal Educa-
tion Act, which is based on the Constitution, para. 6, Art. 29 (See
Appendix I). The Act stipulates the basic directions of nonformal
education, the roles and responsibilities of concerned governmental
organizations, the interrel ationshi ps and coordination expected among
them and other important matters pertinent to management and support
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for nongovernmental organizations.
particular, because of the appearance of the NFE Act,
Korean university society is confronted with a new era of compulsory
participation in nonfomal education. The Act stipulates that every
university should organize nonformal class(es) according to its
specific circumstances, and offer these classes to the people living
in its vicinity (para. 1, Art. 44, p. 434). The Korean government
puts a higher priority on the promotion of nonformal education in
those universities which have professional organizations and per-
sonnel in this area.
This Chapter will put the development of nonformal education in
historical perspective. It will describe the relationship between
nonformal education and the role of the Korean university, illustrated
by examples of nonformal education activities and programs conducted
by Korean colleges/universities. Lastly, this chapter will identify
issues and problems to be solved as a result of these developments.
Gene ral Conditions of Education in Korea
Korea is a mountainous peninsula, about 600
miles long and 135 miles wide, located in northeastern Asia and pro-
jecting southeast from China. A land bridge between the Asian main-
land and the emerging nation of Japan, Korea has been a meeting ground
for many influences and rivalries. This small nation has survived
many invasions and incursions, but has never been subjugated for long.
The Koreans are descendants of several Mongolian tribal groups
which migrated from Manchuria in prehistoric times and were early
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fused into a separate, homogeneous race with traits quite distinct
from either the Chinese or Japanese.
Koreans have one language, a Ural-Altaic tongue that has common
roots with Turkish, Finnish, Hungarian and other Finno-Ugric languages
(Kim, 1981, p. 9). Early in the fifteenth century, an enlightened
monarch, Sejong the Great (1399-1450), appointed a royal commission
which devised an efficient 24-symbol phonetic alphabet, "Hanguel,"
The simplicity and practicality of which has permitted Korea in modern
times to achieve a literacy level of more than 90%.
The population of Korea (South) is 38 million, with a growth
rate of about 1.6% annually. As industrial development accelerated,
a massive exodus of the rural population to cities has predominated
Korean society since the 1960s. As a result, nearly two-thirds of
the total population today are urbanites (Mason, 1980, p. 382).
From ancient times, Korea has served as a cultural bridge be-
tween the civilization of China and the emerging nation of Japan.
The history of Korea can be viewed through confrontations with China,
which spurred cultural exchanges and strengthened the solidarity of
the Korean people into a single, collective entity (Han, 1971, p. 15 ).
Although Korea originally owed its cultural development to China, it
has created its own culture with traits distinct from the Chinese
cul ture.
The traditional religions of Korea, like pre-industrial re-
ligions of all societies, are Shamanism and nature worship. Amid the
rising tides of Buddhism and Confucianism, they have survived into
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modern times and are still practiced among the rural population,
although with less regularity. From the fourth to the seventh cen-
tunes (during the Three Kingdoms era-Koguryo, Paekche and Silla)
more sophisticated religions began to penetrate Korea from China.
Taoism, Confucianism and Buddhism came one after another (Han, 1971
,
P. 56). Confucianism and Buddhism in particular deeply penetrated
the life style of the Koreans, influencing all aspects of social life,
family rituals and folklore.
In social life, the Koreans have evinced a profound propensity
toward communal life based on reciprocity, cooperation and mutual
respect. Of all social groupings, the family has been the object of
greatest attachment and affection (McCann, 1979, p. 103). Within the
family, the parents have traditionally practiced frugality, forbear-
ance and even starvation to provide for their children, while the
latter tried to repay the former in reverence, filial piety and, in
the parents' old age, catering to all their needs and wants with ut-
most courtesy and personal care. Even after death, parents have con-
tinued to receive demonstrations of unceasing love and respect from
their bereaved children. The tradition of ancestral worship has con-
tinued to serve as a unifying force, even among scattered members of
the family (McCann, 1979, p. 120). Although modern urban living is
putting a strain on traditional obligations, filial piety is still
taught and the elderly are respected.
The Koreans, against a background of an agricultural economy,
village life and a feudal istic order, have developed a cultural
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tradition of harmony within new environments. The old and the new
exist side by side and a renewed confidence and pride has resulted
in a re-evaluation of the new in light of traditional values.
E ducational Devel opment in a Historical Perspective
«ncientJducation. Similar to other countries, education in
the ancient days consisted of family heads teaching filial duties and
loyalty to their respective clans. Farming, manual work and warring
skills were taught within the family and the tribe through informal
or nonformal learning.
The earliest institutionalized education dates back to as early
as Korea’s "Three Kingdoms'"
-Koguryo (37 B.C.-668 A.D.), Paekche
(18 B. C.
-668 A.D.), and Si 11 a (57 B.C.-935 A.D.)—when a state-
operated institute known as a "Taehak" was established in 372 A.D. by
Koguryo (Kim
s 1970, p. 181). Prior to this, in Koguryo, historical
records show that there was a considerable number of "hyangdong"--
where youths studied Chinese classics, literature and history, and
learned the art of archery. Si 11a created a peculiar nonformal train-
ing system for youths called "Hwarangdo (literally, 'way of flower
manhood")." The "Hwarang," as they were called, received an education
that consisted of academic training and military skills. The guiding
principles of "Hwarang" education can be found in five morals estab-
lished by the Buddhist monk Won-gwang: loyalty, filial duty, trust-
worthiness, valor and justice (Kim, 1970, p. 182).
The educational trends during the Koryo dynasty (918-1329 A.D.)
were strongly influenced by Confucianism, which was the dominant
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philosophy of the period. During that dynasty, the public educa-
tional institutes developed further. The public service examination
system was also firmly established. The state higher institute,
"Kukchagam," for example, was founded in 992, while at the local level
there were many "Hyanggyo" (literally, 'village schools'). As out-of-
school activities and programs, a number of prominent Confucian
scholars founded private nonformal education institutes called "Sahak,"
both in the capital and in the provinces. Meanwhile, another kind of
private nonformal education institute called "Sodang" (literally,
'reading house'), was developed during the dynasty for educating youths
from common classes in basic Confucian classics.
ihe succeeding dynasty, the Yi Dynasty (1392-1910 A.D.), for
the most part maintained the pattern of the educational institutes of
the Koryo dynasty. The dynasty's rulers only changed the name of the
highest state institute of education "Ku-Kchagam" to "Songgungwan .
"
The songgungwan was supported by four secondary "Haktang" in the capi-
tal and Hyanggyo" in the provinces. As a nonformal institute, "Sodang"
continued to be operated by private volunteers, groups of volunteers
and the cooperative village for educating youths in Confucian classics,
Chinese and Korean classical literature, and calligraphy. "Sowon"
(literally, reading center'), a new type of nonformal education insti-
tute, was established in 1543 and grew quickly, numbering over one
hundred in 1592 (Kim, 1970, p. 186).
Some Characteristics of Ancient Education :
1) The prevailing attitude throughout the ancient education
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period was to regard Confucianist teachings as sources for political
wisdom and to view Buddhist teachings as moral lessons for indivi-
dual behavior. However, the participation of Buddhist monks as
advisors to education was not encouraged and Buddhist teachings con-
tinued mostly as a religious activity.
2) Educational institutes in these time periods served mostly
the children of the upper class in order to prepare them for public
service
.
3) The curriculum consisted of highly theoretical components
such as Confucian classics, Chinese and Korean classical literature
and calligraphy. It did not consist of skill and technical components
4) There was a considerable number of volunteers who parti-
cipated in providing educational programs through nonforma 1 institutes
or community schools.
The Advent of Modern Schools :
Toward the end of the nineteenth century, the massive influx
of Western cultures, spearheaded by Roman Catholicism and Protestant-
ism, helped to awaken Korean feudal istic society to the new world.
The most notable impact of Western cultures was manifested in the
development of the Silhak" (literally means 'true learning') school
of learning. Silhak involves pragmatic learning of politics, econ-
omics, history and natural sciences, with greater concern for real
problems than for theoretical metaphysics. Kim's observation on the
impact of the "Silhak" was that
If the Silhak movement had not occurred in Korean
history, and if Korea had remained Neo-Confucian,
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As a result, the first Western style educational institution
1,1 K° red
’ cal,ed
"Vugyongkongwan," was established in 1886. It
opened its door to common citizens. Parallel with this, Christian
missions opened a number of missionary schools. Progressive Korean
leaders also opened a number of private secondary and higher educa-
tional institutions. The modernization of education, however, was
'nterrupted by 36 years of Japanese colonial rule (1910-1945). Rhee
characterizes the results of the occupation as an "empty legacy,"
characterized by inadequate facilities and few qualified Korean
teachers. The benefits of educational development went primarily to
the occupiers (1973, p. 161). During the colonial rule, primary
schools enrolled only 30% of Korean children of school age. One out
of 20 or 30 was enrolled in secondary schools, and very few attended
COlle9es (location in Korea, 1981, p. 5). Thus, at the time of
liberation in 1945, some 78% of the adult population was unable to
read the Korean alphabet (Kim, 1981, p. 20).
Some characteristics of this period are:
1) The massive influx of Western cultures, mainly through
religious missions, greatly contributed to the establishment of a
modern formal educational system and to the empowerment of the
Korean people through nonformal religious literacy activities.
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2) Not only did the Japanese occupational government dis-
courage forma, education for Koreans, nonforma, education organiza-
tions and their activities were completely prohibited because they
were considered to be an independent movement.
Post-Liberation Period:
Liberation in 1945 was a turning point for Korean education
toward a democratic system responding to the aspirations of the
Korean people. The prime concern of educators was the universalize-
tion of education for the masses.
The period 1945-1970 in Korean education witnessed one of the
most remarkable expansions of education of this century in any
country. In spite of the widespread destruction of facilities and
the suffering of the Korean War (1950-1953), Korea succeeded in
virtually eradicating illiteracy in a span of fifteen years. In
thirty-five years following liberation, the number of schools in-
creased from 3,000 to nearly 12,000, while the number of students rose
from 1.5 million to 10 million. (See Table 1)
The 1970s may be designated a period of decisive systematic
innovations. As the nation embarked on the task of modernization
through industrial development
, educational efforts were directed to
laying a solid foundation for development into the forthcoming indus-
trialized society. Technical education was stressed, as demand in
various technical fields rose sharply, with an ultimate orientation
towards a close link to the national manpower plan.
Tab
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e effort to consolidate gains made during preceding periods
encountered an acute need to cope with the widening gap in develop-
ment between urban and rural sectors. Cognizant of the new need, the
aemaul (New Village) education was launched in 1972 to help all
People internalize the virtues, thus building the spiritual backbone
of the people. Not to go unmentioned in this respect was the intro-
duction of the concept of an open university, which led to the estab-
lishment of the Radio and Correspondence College in the same year. A
high school course was subsequently initiated in 1974 in accordance
with the proved effectiveness of promoting educational opportunities
for out-of-school youths and adults.
Some Characteristics of This Period :
1) Korea achieved (compared to other countries at a similar
level of GNP) a highly developed education system, in which the number
of students represented one-fourth of the total population.
2) Education, both formal and nonformal, assisted in the
development of a literate and industrious people who have contributed
greatly toward the remarkable and rapid economic growth of the last
two decades.
3)
Except for the mass literacy campaign through civic schools
and adult classes launched at the beginning of liberation, nonformal
education has up to now not drawn a high degree of attention from the
government because of the great expansion of student population, and
of their needs for formal education.
New Educational Reforms
:
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The year 1980 takes
( Education in Korea
. 1981,
on special significance in two respects.
P- 19). First, the birth of the Fifth
RepubHc came with the adoption of a new constitution, uniqueiy pro-
viding for the promotion of lifelong education in addition to the
basic right for free primary education. The stage has thereby been
set to bring to reality the concept of lifelong education as a major
means of making society, as a whole, a field for learning.
Second, a bold attack was launched on the controversial issue
of private tutoring, by promoting comprehensive policies to combat
its negative side effects. High enthusiasm for education, combined
with the feverish rush to so-called
"first-rate-colleges,- created a
bottleneck for entrance into colleges. And the perceived need to
establish an "island of elite in a sea of mediocrity" has created a
tendency to view private tutoring as added insurance necessary for
smooth sailing into college.
Cognizant of private tutoring's disruption of the formal
function of schooling, the Korean government moved boldly toward a
drastic reform of education. Rhee, Minister of Education, addressed
the following three major educational reforms at the George Washington
University on July 7, 1981:
Firstly, he stated that the examination system for college
entrance was to be reformed on a massive scale. Previously, the col-
lege entrance examination consisted of two stages--prel imi nary and
main examinations. The former was a state-operated written test,
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designed to screen applicants qualified for the latter tests admin-
istered by individual institutes. Beginning in 1981, the two-stage
examination was replaced by a single examination, with selection to
be based on the state-run preliminary examination and the appli-
cant's high school record. The main entrance exam was abolished.
Secondly, the opportunity to begin higher education has been
expanded. The previous policy was more concerned with limiting
admission by stipulating admission quotas. The new policy allows the
admission of up to 30% more students than stipulated in the graduation
quotas.
Thirdly, simultaneous with the reform of the college entrance
system, efforts were being made to normalize secondary education in
order to improve its quality, and to increase its capacity to cope
effectively with new problems. Minister Rhee showed the new direction
for secondary education as correlating with the necessity for nonformal
education as follows:
As the idea of life-long education receives growing recog-
nition in realistic terms, a new view has emerged to hold
secondary education responsible for developing basic learn-ing abilities in youngsters that constitute the foundation
for adaptation to changing situations (July, 1981, p. 5).
Nonformal Education and the Role of Korean University
Concepts of Nonformal Education: The Korean Context . The idea
of nonformal education is not a new one. Nonformal educational pro-
grams existed in the developed countries long before the formal educa-
tional system as we know it today evolved; and in today's developing
129
societies it is only comparatively recently that colonial authorities
introduced formal structures which have been widely replacing and
downgrading earlier indigenous forms of instruction and socializa-
tion. Indeed, in all societies it is still true "that children-and
adults— receive a large portion of their education from the environ-
ment, their family and society, drawing directly or existentially, on
experience" (UNESCO, 1975, p. 5), and that such learning experiences
are supplemented by a variety of more structured out-of-school exper-
iences, which are designed to meet a whole range of personal and
societal educational needs. Adult education programs, agricultural
extension, community development and many others all fall into this
category.
Nonformal education" is, however, one of a number of terms
which have increasingly entered educational discussion in recent years.
Yet it tends to hold different meanings for different people. Tradi-
tionally, it was called "adult education" in many European countries
and in America. After World War II, it was called by different terms
in different countries and international agencies: fundamental educa-
tion, mass education and popular education (UNESCO), further educa-
tion (United Kingdom), community education (Puerto Rico) and recurrent
education (OECD). Recently, the importance of nonformal education is
discussed within wider strategies for "Life-long education" (UNESCO,
1972).
In the Korean context, nonformal education is translated and
used as "social education," much as it is in the countries of Japan
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and the Republic of China (Taiwan). The term "social education" was
introduced into the Korean educational system by the Japanese occupa-
tional government. This educational form covered all the educational
activities carried on outside of the formal school and cultural pro-
grams, such as library, museum, religious and arts activities. In
1979, in an official English document, the term social education
appeared as "nonformal education" (Education in Korea, 1979, p. 83).
Today, however, people in Korea commonly use the term "social educa-
tion" in the Korean language. According to the Nonformal Education
Act, nonformal education is officially defined this way;
Nonformal education is any kind of organized ecuca-
tional activities for promoting life-long education
i^ ltlZenS ou 5:slde of the basic formal educationalladder system (KFTPS, 1982, p. 430).
Un iversities and Their Social Values in Korea
As noted earlier, educational opportunities, especially higher
education, were monopolized by ruling class people before the modern
educational system was introduced at the end of the ninteenth century
and during the Japanese occupational period. Once the traditional
social systems began to disintegrate, a new code of social ethics
appeared in which the educational background of an individual had
great influence (Rhee, 1973, p. 161). This meant that youngsters had
to find a new code defining their rights and obligations and modes of
behavior as well educated citizens in relation to other categories of
persons. Today students who pass through higher education benefit
particularly from new social standing because they join a new upper
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class of professionals, managers, scientists and artists. This new
m°de 0f s0cial ethics W1'dely and quickly rooted itself into Korean
society as a whole. The enthusiasm rural parents have to send their
children to the "University" is represented by the new term "cow-
borne tower," which appeared in the 1960s, and refers to the willing-
ness of rural parents to support their children's college education
even to the point of selling their cows, the most essential property
of a traditional farm. Considering the level of development in the
early 1900s, the number of colleges and universities has greatly in-
creased enrollment in 4-year colleges and universities as shown in
Table 2.
As of 1982, there were 97 four-year colleges and universities
which admitted 40.21% of high school graduates. (See Table 3)
As mentioned earlier, the continuing high social value placed
on higher education has contributed to the revision of entrance re-
quirements for colleges and universities, in order to accommodate
more students.
The Role of Korean University in Nonformal Educat ion: Benefits and
Resources “
Psycnol ogi cal Social Compensation
. Because of the relatively
short history of higher education, and also because of economic con-
straints, a great number of adults and elderly people have been unable
to attend institutions of higher education. This fact is disturbing
when we consider that adults and elderly people have paid taxes and
made other contributions to higher education since Korean liberation.
Table
2.
University
&
College
Enrollment
by
Year
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"^"
d^ e Status of H igher Education (1982)
Institution Number of Schools Number of Students
Total 255 893,052
Universities & colleges 97 661 ,125
Teacher's colleges 11 11,205
Junior technical colleges 128 211 ,404
Miscellaneous schools 19 9,318
oource: Ministry of Education, Education in Korea , 1982, p. 38.
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Without their help, todays higher education develops would not
have been achieved. However, college catalogs and brochures are
ten for the young, classes being scheduled usually Monday through
Saturday, 9 :00 a.m. to 5:00 p.m., which usually conflicts with sched-
ules in the world of work.
One of the lifelong dreams for Korean adults continues to be
university education (Rhee, 1973, p. 163). This desire is represented
by the high rate of competition for admission to the Air and Corres-
pondence College. In 1977, there were over 92,000 applicants for
24,000 admission places in this college (Lee, 1981, p. 47). Older
adults have, however, specific conditions and needs, as Cleugh has
observed:
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People over thirty years of age are considered too old to attend
school, and the only educational format left to serve them is nonformal
education, especially conducted by colleges/universities. By attending
college and university-sponsored nonformal education programs, older
adults may see tneir wishes come true. Therefore, the existing non-
formal education programs conducted by colleges/universities are given
the name "college," such as "citizen college," "elderly people college,"
or "housewives college."
Maximum utiliza tion of facilities
. As Boyer pointed out, most
countries constructed more college buildings in twenty-five years than
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had been built during the previous three hundred years (1975, p. 4 ).
Many more Korean universities were constructed in twenty-five years
than had been built during the previous one hundred years, Minister
Rhee mentioned, however, that an all-day-long instructional system has
been adopted to extend the educating facilities of higher learning
institutes to the maximum capacity (July 1981, p. 5 ). This policy
originated not for the purpose of expanding higher education services
to the community people, but for coping with the substantial increase
in the number of entrants (30%). Still, most colleges and universities
are neglecting to utilize their vast facilities by not conducting non-
formal education programs during their three-month-long summer vaca-
tion and one-month-long winter break.
Po litical Socialization
. Accelerating national development and
safeguarding the nation against the Communists are the supreme goals
of the Korean government to achieve. To achieve these goals, it is
essential for all Koreans to have a firm belief in, and rally round the
national policy. This policy holds education responsible for culti-
vating patriotism and loyalty to the nation. Minister Rhee again
emphasized this point:
In the vortex of international conflict, it is crucially
important for my compatriots to understand correctly the
situation my country is placed in and to renew our deter-
mination to thwart the aggressive scheme of the Communists
at all costs. As such, enhancing the sense of individual
commitment to the cause of national solidarity and pros-
perity is essential for education (July 1981, p. 7).
Therefore, all levels of schools have a curriculum for "national
security" or "anti-Communism." This curriculum has also occupied an
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importance in nonformal education programs provided by colleges and
uni versities.
Korean University Pa rticipation in Nonformal Fdnrati™
In the early 1970s colleges/universities were beginning to
participate actively in nonformal education in Korea. Fifteen years
before this, Ehwa Women's University initiated a rural enlightenment
campaign, which was somewhat different from the extra-mural service or
university extension models offered in England and the U.S.A. The
first civic program of its kind ever offered for women was organized by
Keimyung University in the winter vacation of 1970. Since then, this
program has been expanded in scope and twenty universities are presently
participating in it. Much of the momentum generated for the university
extension program came from the organization of academic circles such
as the Nonformal Education Research Committee, organized within the
Korean Education Association in 1966 and the Korean Association of
Adult/ Youth Education in 1976.
Academic Research Organizations :
Nonformal Education Research Committee. Organized in June, 1966,
the Nonformal Education Research Committee (NFERC) is affiliated with
the Korean Education Association, which has a number of specialized
research committees focusing on subjects such as the philosophy of
education, the history of education, educational administration,
educational psychology, infant education, nonformal education, and
comparative education (Hwang, 1930a, p. 9).
137
The NFERC is the first professional group devoted to nonformal
education in Korea. All professionals in nonforrcal education who are
committed to colleges/universities and research institutes are quail-
fied to apply for membership.
This committee was organized as a representative Korean organi-
zation to the Annual Assembly of the World Confederation of Organi-
zations of Teaching Professions (WCOTP) held in Seoul in August, 1966,
and to the Adult Education Workshop sponsored by UNESCO immediately
preceding the WCOTP meeting. The Committee published the English bro-
chure entitled, "Adult Education in Korea," copies of which were dis-
tributed to the participants of WCOTP. Since then, this Committee
has been holding monthly meetings at which research presentations and
discussions are made by members and other adult education experts.
The Korean Association of Adult and Youth Education. The Korean
Association of Adult and Youth Education (KAAYE) is the national coor-
dinating body for the voluntary organizations and agencies in adult
education and for the adult teachers and specialists involved in adult
education programs. The Association was established in June, 1976
(Hwang, 1980-a, p. 5). The KAAYE was formed for the development of
education for adult and out-of-school youth through continuous research
and activities, for the improvement of cooperation among organizations
and agencies of adult and youth education, and for fellowship among its
members
.
To achieve the purposes mentioned above, KAAYE has been con-
ducting the following activities:
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Besides these activities, the Association issues an annual re-
port of the Proceedings
,
of the National Conference and Seminar, along
with newsletters on nonformal education that are intended to exchange
new ideas and happenings in adult education with the members.
Mr and Correspondence College
lhe concept of an "open university" in Korea was brought to
reality in 1972 with the establishment of Korea Air and Correspondence
College (KACC), attached to Seoul national University. Since then,
KACC has been valued as one of the most innovative educational systems
intenaed to function as a core institution for lifelong education.
The purpose of KACC as described in the '82 Bulletin is as
foil ows
:
1. The primary concern of KACC is to provide opportunities
of higher education for those high school graduates who,for various reasons, cannot pursue ordinary college
education, so that the general education level of the
people may be raised.
2. KACC endeavors to improve not only the academic, but
also professional qualities of those who are or will
be engaged in the professional fields, as categorized
into nine major areas.
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KACC was reorganized into a regular college in 1981. It offers
f^e-year courses in eight major fields leading to the degree of
Bachelor of Arts. They are: Home Economics, Business Management,
Agnculture, Elementary Education, Public Administration, Economics,
Law, English Literature and Language. It also provides a two-year
course in Early Child Education.
Since its foundation, 27,826 students had graduated by 1982, as
shown in the following table:
Table 4. Total Rate of Graduation (1982)
Major Field Admitted (total)
Graduates
(Total
)
Ratio of
Home Economics 15,197 3,298
u r auud 1 1 ON
21.7%
Business Management 23,640 4,959 21.0
Agricul ture 14,919 2,744 18.4
Elementary Education 18,442 9,930 53.4
Public Administration 23,810 6,895 29.0
96,008 27,826
Source: KACC, '82 Bulletin, p. 18
The total number of students to be admitted each year is set at
30,000 in nine fields. Students are admitted without a formal entrance
examination and are selected mainly on the basis of their high school
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academic achievements
.
shown in Table 5.
It has, however. been highly competitive as
Instruction is offered through the following means:
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9ed radl ° lecture Programs, together with all thetextbook, are made available to students at the beginning
semester. The programs cover, besides the time
1
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T°!
JS 1 "formation on the content of and prepara-tions for each broadcasting session. Ordinarily, lecturesare conducted by the authors of the textbooks, all of whom
are presently affiliated with Seoul National University.
Correspondence Materials -- A weekly KACC newspaper is pub-lished and distributed to the students by mail. It carries
news about college administration and gives other informa-
tion to students. Its main function is, however, to pro-
vide more knowledge and information for study purposes. It
carries columns of articles written by professors on the sub-jects related to their lectures.
5. Schooling -- At the end of each semester, students are re-
quired to attend summer and winter schooling which usually
lasts for about one week. This schooling is held at the
Table
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Students' academic achievements are evaluated partly on the
basis of their written reports submitted during the semester and partly
by the results of their examinations taken at the end of the semester.
Technical Open College
Besides the Korea Air and Correspondence College, which offers
courses mainly in the field of practical arts, the Nonformal Education
Division of the Korean Ministry of Education replaced the existing
Kyeong Ki Junior Technical College, which was located in Seoul, with
Kyeong Ki Technical Open College ( KKTOC) in 1982. The purpose of
KKTOC is to provide a broader continuing education opportunity for
those who have received neither Junior vocational and technical col-
lege education nor a Bachelor of Science degree. The 1982 Bulletin of
the College states its educational aims as follows:
1. To provide college education opportunities to all
people widely;
2. To develop an open learning system which can educate
all people by overcoming the restrictions of home cir-
cumstance, time, place, academic background, age, and
so on;
3.
To carry out a special, professional, technical educa-
tion which is applicable for a high level industrial
society, according to individual situation, aptitude and
desire.
4.
To establish the open college as a systematic foundation
of study and to develop several administrative support
systems which are needed for its operation; and
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EnLvr™iyo3 academic year (1982, p. 3 ). y
To be admitted, every student is required to verify at least one year
of working experience at one of the following industrial or related
organizations
:
1 . Industrial organizations which are registered in the TevAdministration Agency and employ the s’tuK",^.
2 .
3.
(a) forestry, fisheries, mining, stone collection;
(b) manufacturing, construction, trade;
(c) electricity, communication, gas, water supplies;
(d) wholesale, retail sale, foodstuffs, lodging;
(o) transportati on
, warehouse, banking business
insurance, securities.
(f) real estate, service business;
State organs, local self-governing bodies, public bodies;
Newspaper companies and radio/TV
which are registered in the Mini
Information;
broadcasting stations
stry of Culture and Public
4.
5.
Several schools regulated by Article 81 of the Education Act;
Persons who
agricultural
are now engaged in farming after graduation from
high school or agricultural junior college;
6. Medical institutions; and
7. Persons who completed more than one year of military ser
vice in the technical corps.
Junior College and Bachelor of Science courses differ as shown
in Table 7.
In 1983, several innovations for improving the quality of college
education were introduced at the Kyeongki Technical Open College by this
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wr.ter, who is Director of NFE Division, Ministry of Education. These
innovations are based on his knowledge and experience gained from
study at the University of Massachusetts/Amherst from 1980-82. They
are:
ahni?!h?
n ° f admssion opportunities for students bvolishing existing admission quotas. As a result if
in
1
rn
C
t^
n9
^’ thousands of students were able to enroll
fol low?ng
U
table^
UCatl ° n PTO ^ iS Sh^ * t[T
Table 6. Number of Studpnts
(unit: persons)
Year Junior College Course Bachelor Course Total
1982
1 ,172 994 2,166
1983 3,632 4,337 7,969
TOTAL 4,804 5,331 1 0 , 1 35
Source
:
NFE Division, Ministry of Education, '83 Working Paper, p. 36.
Reform of the admissions procedures as described in Figure5. Whereas students previously qualified according totheir results on an entrance examination, students are
now evaluated and accepted on the basis of verification
Figure 5. New Admission Procedure
Veri fied
4/
Appl i cation-—» 'Admission!
Pretest
i
Basic Knowledge
Test
4\
iMajor Course!
Remedial Course
Table 7. Established Coursp<;
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Junior College Cou rses
a) Mechanical field:
Welding Technology
Automoti ve
Refrigeration & Air Conditioning
Jig & Die y
Mechanical Manufacturing Process
Mechanical Design Technology
b) Electrical & Electronics field:
Electrical Machinery Control
Technology
Electrical Construction
Technology
Digital Machinery Technology
Communication Equipment Technology
c) Chemical field:
Environment Control Technology
Chemical Technology
d) Architectural & Civil field:
Civil Execution
Civil Construction Technology
Archi tectural Design Technology
Architectural Execution
Technology
e) Industrial Design field:
Product Design Technology
Graphic Design Technology
Precious Metal Works
Technology
f) Computer field:
Programmer
Bache lor of Science Courses
a) Mechanical field:
Mechanical Process Technology
Mechanical Power Engineering
Technology
Die Design
Mechanical Design Engineering
Technology
b) Electrical & Electronics field
Electrical Machinery Control
Technology
Electrical Construction
Technology
Digital Machinery Technology
Communication Equipment
Technology
c) Chemical field:
Chemical Technology
d) Architectural & Civil field:
Civil Structural Technology
Archi tectural Design
Technology
Architectural Execution
Technology
e) Industrial Design field:
Product Design Technology
Graphic Design Technology
Precious Metal Works Tech-
nology
Industrial Illustration
Technology
f) Computer field:
Data Processing
Source: KKTOC, '82 Bulletin, p. 17
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The Major roles of this committee are:
Exchanging up-to-date industrial information;
I!
WOrkin 9 in industries as guest lecturers;discussing the relevance of curricula;
Taking part in course evaluations; and
Improving job opportunities for graduates of the college.
Membership of the committee consists, therefore, of at leasttwo persons who are in managerial positions in the concernedindustrial companies.
5. An in-service training program on the open learning systemis provided to all the faculty members in the college Theduration of the program is six hundred hours offered over
a period of eight months. Among the hours, ninety percent isdevoted to individual self-study by means of relevant text-books and reading materials, and ten percent is done through
lectures and workshops. An evaluation of individual per-
formance is made and affects chances for future promotion.
Because of the successful implementation of the open learning sys-
tem and the great interest demonstrated by the numbers of out-of-school
youths and adults who have applied, three open colleges will be ex-
panded to offer more courses in the 1984 academic year. Two of these
are technical open colleges, one at TaeJean City, located in the middle
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of the Korean peninsula, and the other at Pusan City, in the South-
eastern part of the country. The third is a comrcercial open college
at Kwang Ju City, located in the Southwest. The writer expects that
the Open College System will be continuously expanded to meet peoples'
needs for continuing education under the provision of the Constitution
and Non formal Education Act, especially as the government has not per-
mitted new formal colleges and universities to open since 1981.
NojTf^rn^ t i
o
n Programs in Colleges & Universities
Ehwa Women's University: The nonformal education program of Ehwa
Women's University dates back twenty years, when it had engaged in
voluntary service for rural communities. It was in 1968 that the vol-
untary service was formally linked to a curriculum by becoming part of
a credit course (KEDI, 1979, p. 35). Griffin emphasizes student parti-
cipation in community affairs as "community participation providing the
setting in which applied research can be carried on to solve problems
of development and contribute to a body of knowledge about develop-
ment processes and social change problems. This new knowledge can be
directly carried back to the classroom in which students are getting
their basic preparation for development leadership and participation"
(1977, p. 37). The form this takes at Ehwa Women's University is that
students desiring to engage in voluntary service are required to attend
one hour of lecture per week (15 hours per semester) and to actually
participate in two weeks of service at the end of the semester.
Additionally, the university offers an "International Summer Col-
lege," "Women's Management Program," and a "Life Science Class."
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(Hwang, 1980-b. p. 3). The International Summer College is a six-week
program designed tor toreign students to learn the Korean language and
Korean studnes (literature, political science, economics, sociology
history and religion). The Women's Management Program provides women
managers and others interested in management with lectures on the
following subjects:
( 1 ) Women and Management, (2) Korean Economy in
the World, (3) Korean Economy and Managers, (4) Rational Management,
and (5) Korean Managers and Managerial Environment. There are two ses-
sions per year, each lasting six weeks. The Life Science class offers
a five-day training (winter vacation) and a six-day training (summer
vacation) for married women. It covers the following subjects: (1) New
Life, (2) Management of Nutritional Life, (3) Desirable Consumption
Life, (4) Health, and (5) Family Planning.
Chung Joo University: This university opened a "citizen col-
lege" for married women in 1974, with financial support from the Asia
Foundation (Hwang, 1980-b, p. 4). It is a six-week program, covering
four components-basic, general, special and recreational. The sub-
ject matter included in these components are as follows:
(1) Basic component: child education, nutrition and cooking.
(2) General component: basic law, home economics, life
science, heal th management, child development, prac-
tical philosophy, basic psychology, family and religion.
(3) Special component: Saemaul education, national security
and anti-communism, environmental pollution and other
general knowledge areas.
(4) Recreational component: swimming, gymnastics, calligraphy,
flower arrangement, discussion and drawing.
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According to the three-cycle development plan, the citizen col-
lege is now in its final cycle, in which it is providing one-year of
training for those selected among graduates of the first and second
program. It is also adding educational services for men in areas
where colleges to not exist.
Andong Teachers College: Andong Teachers College has operated
a citizen college" for married women since 1974 and for elderly
people since 1976. The goals of the college are:
(1) to strengthen college-community cooperation bvopening the door of the college to people of thecommunity; K ur Ln
( 2 )
(3)
(4)
feudal Utl^system;
96 the ValUe SyStem of
lT:!T??f?\
th
T kn0Wled9e base of “fried womenessential to living in modern society, and todevelop learning skills that will sustain their
motivation for lifelong learning;
To develop skills that enable elderly people to
actively participate in productive works; and
<5) (LCng! i lV9a30e-b"epPr6)? 1PleS ° f the S“ F,0“-
The citizen college for married women admits those who have
completed at least middle school. The citizen college for elderly
people does not impose limits in terms of educational attainment,
as long as the applicants are at least 60 years of age.
Inchon Teachers College: Inchon Teachers College has operated a
civic college since 1973. It offers a 12-hour program to young married
women. Although its program content varies from session to session,
it generally centers around Saemaul Education, arts, reading, popula-
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cation, physical education, nutrition management, life science
national security, national development and family education in modern’
society.
Parallel to the civic college, a "pilot village" has been in
operation since ,977 for the purpose of bringing about changes in
overall aspects of village life (KEDI, 1979, p. 39). A village in its
vicinity was selected and an extensive analysis was made of the back-
ground value system and the problems impeding its development. On the
basis of this analysis, educational efforts were made to guide the vil-
lage people toward better ways of living in areas that include ritual
service, child education, nutrition, cooking, farming skills, and pro-
ductive work that earns them higher incomes. The Pilot Village Pro-
gram also provides instruction to teachers and students in house im-
provement, road and bridge construction, and drainage technology.
Hwang observes that this program is an all-embracing effort to improve
the living standard of village people (1980-b, p. 8).
Keimyung University: The nonformal education program of Keimyung
University dates back to 1970. When the Nonformal Education Research
Center was established within the University in 1973, the extramural
educational function of the University was given new impetus to perform
in a more systematic fashion.
The University offers two nonformal educational courses for
women-one for married women and the other for unmarried. The former
is for those from 25-53 years of age who have completed high school.
It is a five-week program designed to meet the needs of married women.
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The Utter course is of the same duration, but is intended for those
who are soon to enter marital life. The program covers subjects that
are necessary for a harmonious marital life.
Leadership training is another nonformal education program
offered by Keimyung University. The training program, which lasts
from one day to one month, is intended to develop characteristics of
community leadership in those who are or will be in a position to lead
community development (Hwang, 1980-b, p. 18).
Citnzen Club activities constitute a part of the Saemaul Move-
ment aimed at developing a cooperative spirit among the community
people. This social movement is promoted under the supervision of the
school principal, with parents and teachers attending voluntarily. The
members get together once a month to exchange information on recent
developments, attend lectures on important issues, and discuss strate-
gies for the solution of problems besetting the community. The KEDI
reports that the Nonformal Education Research Center contributed to
the promotion of club activities by devising ways to make the club
workable (1979, p. 41 ).
For information service," the University publishes a monthly
newsletter entitled "Life-Long Education" and distributes copies to
the graduates of civic colleges and to the Citizen Club members.
Summary Comments on the Current Status of Nonformal Education Practice
Korean colleges and universities have been providing many pro-
grams that meet the definition of nonformal education as given in the
section titled "Definition of Terms," Chapter I. Their contributions
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can be summarized as follows:
1- Korean university participation in nonformal education
attempts to meet the educational needs of the community. University
programs cover a wide range of interests of community people, such as
chUd education, health, nutrition, cooking, home economics, life
science, swimming, flower arrangement, calligraphy, arts, management,
and foreign languages. University nonformal education programs also
support government policies in such areas as Saemaul education, national
security, agricultural technology, environmental pollution, anti-
communism and family planning. These programs reflect very well the
learning methodology of nonformal education as described by Simkins:
This°iT
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educat !° n my be "wee relevant to their needsis because its purposes are short-term and specificlearning is therefore closely related to the immediatenee s of the individuals and the communities. This closerelationship between education and work is reflected both in
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^ • Programs are heterogeneous
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rnmental and voluntary- • • • Local initiative,
seir help and innovation are encouraged (1976, pp. 16-17),
2. Participation brings colleges/universities into a closer
tie with public agencies and nonformal organizations in the community.
Keimyung University's program, for example, is funded by Tae-Gu City
government as a part of its policy to encourage citizens' active
participation in city affairs and to train people to become qualified
citizens
.
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3. Air and Correspondence College and Technical Open College
prov lde educational opportunity for those who did not attend institu-
tions of higher education to achieve
"equity" with those who did
(Lee, 1981, p. 46). Coombs sees this opportunity as one of the basic
roles of nonforma 1 education:
The largest and most diversified mlp nf s n r
education, complements formal education^ offerinoTgreat variety of "continuing" or "further" educaHonai
ole?e
r
H
tUnltr t0 ° lder ^ Uths ™d adul ts who have comp t d or dropped out from their formal schooling (1973,
4. Their programs, especially through "Saemaul Education,"
assist the implementing of Saemaul (New Community) Movement, which
was launched in 1971 as a pan-national rural development program.
Additionally, 44 universities are participating in researching, train-
ing and disseminating the Saemaul spirit and its further development
(Education in Korea
. 1982, p. 68).
Analysis of the Historical Context of Korean Education to the Present
Korea's development of a modern, universal education system is
unique, and characterized by extraordinarily rapid growth. Although
this movement received its first impetus in the last part of the nine-
teenth century when the Western cultures, particularly as represented
by Christian missions, became influential, significant development had
to wait until Korea's liberation from Japanese oppression in 1945.
Then, within fifteen years, Korea's educational efforts virtually
eradicated illiteracy, and within twenty-five, Korea built nearly 900
high schools and 62 colleges and universities. This was followed in
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the next ten years by an additional 464 high schools and 133 colleges
and universities. Kindergartens were started, and by 1980 the Korean
educational system accommodated almost five times the number of primary
school children as were served only twenty-five years earlier in 1945.
Graduate School was initiated and served 33,939 students by 1980.
These remarkable educational achievements inevitably had dramatic
effect on Korean society. Widely increased availability made formal
education a very significant goal in the Korean value system, since more
and more families could realistically envision advanced educational
attainment for their children. Moreover, in a rapidly changing and ex-
panding economy, such as that simultaneously being experienced in
Korea, formal education promised real economic and social opportunity
to those who could acquire it. Formal educational attainment, there-
fore, became a widespread priority for the Korean people.
For this reason it has been difficult for Korea to divert educa-
tional attention and resources away from the formal educational system.
Despite this, however, in the beginning of the 1970s the Korean govern-
ment took a new direction in educational planning. As part of a
national effort to narrow the increasing developmental gap between
rural and urban areas of the country, it initiated three nation-wide
educational programs for out-of-school youths and adults, programs
that were developed outside of the formal schooling system, these being
the Saemaul education movement, the Radio and Correspondence College,
and an out-of-school high school course.
159
These programs became the concrete beginnings of a national
Policy to make education a lifelong process. This policy was made
explicit in the new Korean constitution of 1980, which recognized life-
long education as a basic human right. These three programs are also
Part of modern Korea's struggle to provide lifelong education through
programs that are outside the normal system of formal schooling. It
was recognized that the normal system of formal schooling was not meet-
ing the needs of all Korean youth, and was pretty much unavailable to
adults over the age of thirty. The wide gap between a policy state-
ment that pressed for lifelong education and a formal system of school-
ing that is not available to many youths or adults therefore necessi-
tated a new focus on alternatives. These alternatives were eventually
categorized by the Ministry of Education as "nonformal education."
For the Nonformal Education Act of 1982 the Ministry of Education
stud le d the educational needs and realities experienced in Korea and
developed a broad definition of nonformal education that includes any
organized educational activities that promote lifelong education and
occurs outside the basic formal educational ladder system. This defi-
nition of nonformal education very intentionally includes and empha-
sizes alternative educational activities developed by Korea's large
network of formal educational institutions. The Korean government
recognized the immense resources already available in the formal edu-
cational network and considered it advantageous to employ these in the
creation of nonformal education programs. Furthermore, investigation
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indicated that the college and university level institutions were
especially well qualified to advance nonformal lifelong education.
At this point in Korea's educational history, it is important to
note that the national policy that makes lifelong education a basic
human right, and the Nonformal Education Act that mandates develop-
ment of nonformal education programs, research, and personnel training
in all colleges and universities does not make widespread nonformal
education, nor lifelong education, a practice in most Korean colleges
and universities. Development of this new direction in post-secondary
institutions remains a challenge for the country.
Issues and Problems to be Solved
Having examined various aspects of nonformal education programs
currently offered by Korean universities, the researcher has identi-
fied several issues and problems that need to be resolved if further
development of nonformal education is to take place in Korean society.
These issues and problems are as follows:
1. Establishment of nonformal education courses: No special-
ized nonformal education course has yet been set up at the college or
university level. This fact indicates that the government and colleges/
universities have neglected to educate and train experts and special-
ists in this area so far. As a result, nearly all nonformal/adul
t
educators in colleges/universities and nonformal educational private
organizations are unqualified in the theory and practice of nonformal
education. Additionally, nonformal /adul t education administrators
161
in the government and nonforma, educationa, private organizations have
not had an opportunity to be trained in nonformal education. As a
result, the attempts to implement nonformal education theories and
meet the actual needs of participants have been haphazard, which is
dequate for meeting the task of developing nonformal education prac-
tices, since these are often altogether different from customary educa-
tional practices. For example, nonformal education requires that the
role of the teacher be substantially redefined, and as Knowles points
out below, implementation of this redefinition can prove very diffi-
cul t:
no longer see their role as being primarily
t at of transmi tcers of knowledge, attitudes, and skillsTheir role is now defined as facilitators and resources inthe process of self-directed inquiry by the learners. But
L r° e ls . one that few of the people available to
pyno^H f T lnStlt ?tions as P° ten tial teachers have been
frnm H * l •
^t.Peo P le recrui ted to teacn adults, whethero educations 1 institutions or their fields of practice
would (if left on their own) teach as they were taught—
according to principles and practices of pedagogy. This
tact places a heavy burden on a conscientious adult educa-
tion administrator to be more creative and industrious than
is typically required of other educational administrators in
the selection, training, and supervision of teachers and
leaders (1980, p. 156).
Therefore, without educating or training NFE specialists at the
university level, the development of NFE in Korean society cannot be
accompl i shed.
2. Relationship between the community and the university: In
1980 the ratio of colleges/universities currently participating in non-
formal education amounted to only 9% of the total institutions (20 of
224). This means the coll eges/uni versi ties are still sitting in their
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ivory towers. The great majority have not actively adopted the con
cept of community education despite the fact that Minzey and Leiarte
have stated the importance of community education as follows:
• •
. community education is
serves the entire community
educational needs of all of
the local school to serve as
munity resources to bear on
to develop a positive sense
life, and develop the commun
self-actualization (1979, pp
a philosophical concept which
by providing for all of the
its community members. It uses
the catalyst for bringing corn-
community problems in an effort
of community, improve communitv
ity process toward the end of
"
• 26-27).
Simultaneously, nonfornal learning opportunities for college/
university students are essential in order to relate what is learned
througn experience to the more formal study objectives of the class-
room. Griffin points out the major impact of student participation in
community affairs as follows:
(a) a deeper and more realistic understanding of social prob-lems, the complexity of their roots and the reason for theirpersistence in spite of development efforts; (b) a greater
understanding of the application of academic and professionalknowledge to the so ution of social problems; (c) increased
ski lls of individual and group action and sophistication re-garding social, political and economic process; (d) an under-
standing of the role of volunteer social action and commitment
to volunteer service throughout life; (e) a greater under-
standing of the real world as it relates to choice of career
and decisions on academic and professional study alternatives;
(t) an understanding of the need to exploit relationships be-
tween future career activities and the critical needs of
society; and (g) the opportunity to test individual interests,
aDihties and personality characteristics in practical situa-
tions (Griffin, 1977, p. 37).
Considering Griffin's views, since 1972 many Korean university
students have participated in community service activities and pro-
grams under the guidance of the National Federation for University
Students' Community Services (NFUSCS). Any two-year vocational col-
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lege, teacher's training college and college/university can be a mem-
ber of the NFUSCS. The NFUSCS is an organization established to
assign participants, both students and professors, to target villages
and to allocate budgets in order to increase human and material re-
sources in these villages. The major areas of student activities are
medical services, functional literacy classes for rural youths, basic
literacy classes for rural adults, child care services, technical
assistance for increasing farm income, labour services for improving
the village environment, including building roads, bridges, water
supply facilities, sanitation facilities, and so on, and various
leisure programs and techniques. However, these activities are usually
organized, not according to the needs of villagers, but according to
the learning needs of the students' community service programs. The
students see the villagers not as co-teachers but as learners. Since
most programs do not last longer than two weeks, they cannot be con-
sidered extended regular courses. Program expenses are borne mainly
by participating universities/colleges and partially by participating
students. Since villagers and farmers usually participate free of
charge, their incentive to continue cannot be counted on. The numbers
of participating colleges and students are shown in Table 9.
3. Curriculum and Andragogy: Because of the immaturity of the
philosophy and practice of nonformal education in Korean society as a
whole, nonformal education programs provided by universities/colleges
tend to implement pedagogical approaches and curricula in much the
same way as formal school programs do. The system of domestication
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Table 9: University Students'
in Community Servir.ps
Participation
Year
Numbers of
Col 1 eqes
Numbers of
Students
Numoers of
Villages
Numbers of
1972 81 12,083 535
Professors
652
1973 167 18,925 786 915
1974 169 23,026 808 919
1975 97 7,985 327 356
1976 184 22,120 663 820
1977 196 24,977 719 909
1978 192 27,631 749 973
1979 205 31 ,990 836 1 ,147
1980 19 6,880 124 97
1981 158 25,117 651 833
Source: Ministry of Education, Report on University Students'
Participation in Community Service (1972-1981), pp. 357-624.
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described by Freire, as noted earlier, is prevalent even in nonformal
education programs conducted by universities/colleges.
In general, adult learners who benefit from existing nonformal
education programs conducted by universities/colleges have a deep
psychological need not only to be self-directing but also to be per-
ceived by others as being self-directing. Knowles developed an educa-
tional methodology to satisfy this unique characteristic of adult
learners, which he calls "Andragogy" and defines as "the art and
science of helping adults learn" (1980, p. 43).
He describes a sequence of four learning steps necessary to
meet the needs of adult learners, and they are as follows:
(a) The first step is for the group and the leader jointly toassess a model of the kind of behavior, competencies, or
characteristics a learner would need to perform well in a
specific role; for example, the characteristics one would needto qualify as a good" parent, "good" supervisor, "good"farmer, or "good" public speaker.
(b) The next step is to provide, in the curriculum, exper-
lences that help learners assess their present competencies
and abilities as compared with the model. A variety of
techniques, including socio-drama, critical incidents,
episodes, laboratory methods and simulations, could be used
to promote such experiences.
(c) Third, the leader helps the learners experience dissatis-
faction at the gap between the model and their present per-
formance level.
(d) Finally, based on this dissatisfaction, the learners would
identify specific directions for desirable growth. They would
thus be self-motivated to learn and would more easily accept
responsibility for directing their own learnina (Knowles, 1971,
P. 42).
The particular characteristics of the learners are, therefore,
important factors in the decisions made concerning nonformal educa-
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tion programs and activities. However, most nonformal education pro-
grams conducted by Korean universities/colleges use traditionai pic-
tures and reading matter, give iectures frequently, and offer theoreti
cal explanations, and these school-like approaches may not be at all
appropriate to the characteristics of the adult learners being served.
4. Coordination: There is a lack of coordination among univer
sities themselves, between universities and government agencies, and
among universities, government agencies, and private NFE organizations
concerned with planning, implementing and evaluating nonformal educa-
tion programs and activities. One result is that, even though many
comparable nonformal education programs are organized by Korean
universities/colleges in terms of their learners, program content and
objectives, they offer these programs each in their own way. This, as
a result, means that resource sharing among the colleges/universities
is greatly impaired. And since no provision has yet been made for
developing a cooperative network between universities/colleges and
government agencies, there is duplication of programs and unnecessary
administrative chores and expenses. Furthermore, it is more difficult
to coordinate and to maintain consistency among all programs.
5. Source of Income: Knowles gave the following list of com-
mon sources of financing for adult education:
(a) Charges to participants. In organized classes,
this is a tuition fee.
(b) Federal funds for programs sponsored by federal
agencies and for the subsidizing of such local
programs as agricultural extension.
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(f) Community funds and private contributor* a
1
-
1 1
-i n g_
(g) Grants from foundations for
community.
publications, and experimental programs.
(h) Profits from the sale of books and materials. Inlarger programs this may be a worthwhile source ofincome Many adult educators feel, however, that
they should supply books and materials at cost.
(i) Appropriations from the general funds of an nrnani
Income available to Korean universities/colleges to support non
formal education programs comes mostly from profits from the sale of
books and materials. Because most programs aim for lower income
people, such as rural women, the elderly and farmers, charges are next
to nothing. Therefore, it is pivotal that universities/colleges raise
funds to allow for more participation in non formal education.
Summary
It is possible to make several tentative observations about non-
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formal education and university participation in Korean society.
First, nonformal education has not been considered as a priority
educational policy in terms of its organizational structures, finances
and staff competencies. Secondly, the Korean university/college has
generally ignored the importance of nonformal education. Only nine
percent of the total number of universities/colleges have actively
supported nonformal education by providing organized NFE programs so
far. Thirdly, no provision for educating and training nonformal
education specialists has been set up at either uni vers ity/college
level or nationa
1 /provincial educational institutes. Only a few of
the acmimstrators and educators working in nonformal education,
therefore, have become familiar with the theories and practices
developed in this area. Finally, very few of the educational method-
ologies and curricula in nonformal education programs conducted by
universities/colleges are developed, organized and delivered through
participative, nonformal education techniques. They are instead
offered in traditional, formal classroom formats.
Having looked at several impinging conditions and experiences
of the current practice of nonformal education in Korea and several
possibile theoretical issues for extending and expanding that prac-
tice, we can now turn directly to the planning considerations involved.
CHAPTER VII
ASSESSMENT OF PLANNING CONSIDERATIONS FOR
UNIVERSITY PARTICIPATION IN NONFORMAL
EDUCATION IN KOREA
Introduction
As noted several times earlier, only nine percent of Korean
universities have been actively involved in nonformal and lifelong
education in any form. The researcher thus raises a question about
the conditions under which Korean universities can actually partici-
pate in nonformal education. In 1982, the researcher felt compelled
to make every possible personal effort to urge the National Assembly
to pass the Nonformal Education Act by the end of that year. He even
went so far as to draft the July, 1983 Presidential Decree of the
Act. In order to support the above legislation, more pertinent ideas
and means to induce increased Korean university involvement in non-
formal and lifelong education should be shared by the participation
of concerned people working in universities, ministries and private
NFE organizations. The purpose of the needs assessment contained in
this section, therefore, is to obtain a clearer consensus about some
of the critical need components required to induce more university
participation in nonformal education.
In order to generate as many ideas and considerations as possible
toward this end, the Coffi ng-Hutchi nson Needs Analysis Methodology was
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used. The researcher studied the methodology at the School of
Education, University of Massachusetts/Amherst in 1981. This prac
tica, assessment of the ideas and suggestions for formulating ongoing
legislation and future action is intended for use by policy-makers
and nonforma 1 educators in the decision-making process. The results of
this research could also be useful for assessing strengths and weak-
nesses involved in adopting the Coffing-Hutchinson methodology for
use in Korea.
Methodology of Fie ld Investigation: Nature of NAM
Needs Assessments are certainly not new. Many needs assessment
models have been developed and implemented especially since 1945, pri-
marily because educational agencies have been adopting more systematic
decision-making strategies. Grotel ueschen and his colleagues first
define a need useful for our purpose:
Need is variously defined as a requirement, as an urqent
want or as a condition marked by the lack of something
requisite. In education, need is most often used to
describe a discrepancy between the current status of a
person or program and the desired goal for that person or
program. In other words, there is a need to eliminate
that discrepancy (1976, p. 160).
As a general method of needs assessment several methods are
recommended: interviews, questionnaires, tests, group problem analyses,
job analyses and performance reviews, and records and reports studies
(Knowles, 1980, p. 86). However, this writer has relied particularly
on the Needs Analysis Methodology (hereafter referred to as NAM)
developed by Dr. Richard T. Coffing of the Ohio State University and
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or. Thomas Hutchinson of the University of Massachusetts/Amherst as
a result of study directly with Dr. Hutchinson himself.
The essential characteristics of the NAM can be illustrated as
fol lows
:
range°of' options!
Pr° CeSS iS respons1ve to a broad
2. Its broad applicability can be adapted to many kindsof needs assessment and other cultural contexts;
3 ' “s well-defined and stipulated assumptions offer aclear sense of the direction to be undertaken; and
4
’ If “?asi . 0n 7he °Perationalization of definitionsof needs makes it more useful.
The explanation of the methodology that follows is summarized
from a paper prepared for the Symposium on "Methodologies Under De-
velopment" at the Annual Meeting of the American Educational Research
Association (hereafter referred to as A.E.R.A.), Chicago, Illinois,
April 17, 1974. The purpose of the NAM is to provide useful informa-
tion about needs to information users. That purpose can be further
defined by illustrating "The General Design of the Methodology" as
shown by Figure 6.
The five sub-purposes on the left of Figure 6 stipulate the
basic activities of the NAM:
a) Managing the process;
b) Specifying the basic scope and priorities;
c) Identifying the information user's concerns;
d) Obtaining and reporting definitions of needs; and
e) Obtaining and reporting measurement of need fulfillment.
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Figure 6 ‘ Sets_ o^f Purposes and PrnrpH.moc
MlthirTNeeds Analysis Methodology
Five Sub-purposes of the Purpose:
To Provide Useful Information
About Needs
^
1 .0
Ten Sub-sets of Procedures
within Needs Analysis
Methodology ~
Preparation
Specifying the Basic
Scope and Priorities
Manag-
ing
the
Pro-
cess
Identifying Information
Users' Concerns
Obtaining and Reporting
Definitions of Need
Obtaining and Reporting
Measurement of Need
Ful fi 1 lment
2.0 Contract Negotiation
3.0 PI anni ng
4.0 Determination of who-
what-whom Concerns
r^ 5.0 Defi ni ng
L^6.0 Definition Reporting
r^ 7.0 Measuring
L. 8.0 Measurement Reporting
9.0 Evaluation of Needs
Analysis
> 10.0 Revising
Source: Coffi ng-Hutchinson, 1974, p. 23.
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In the NAM, managing the process means the Needs Analyst
(hereafter referred to as NA) performs certain functions which are
necessary for: (a) getting ready to implement the methodology:
(b) planning and scheduling in detail the application
(c) solving problems which arise in the course of impl
(d) evaluating the usefulness of the information that
of procedures;
ementation;
is provided; and
(e) revising the application in order to improve the utility of the
needs analysis and to remain focused on the most important data con-
cerns of the intended users of the information. Managing the implemen-
tation of the process involves the following four subsets of procedures
(on the right of Figure 7):
1.0 Preparation
3.0 Planning
9.0 Evaluation of Needs Analysis
10.0
Revising (A.E.R.A., pp. 14-15)
Next, in order to specify the basic scope and priorities of the
NAM, which information users are to be served by the NA must be desig-
nated. Therefore, those who specify the basic scope and priorities
are called "Contract Decision-Makers (hereafter referred to as CDM)."
Specifying the basic scope and priorities is done by carrying out the
following sub-sets of procedures:
2.0
Contract Negotiation (A.E.R.A., pp. 15-16)
To identify the concerns of information users, the concerns must
be defined by the information users themselves if the data are to have
utility to them. In the NAM, those concerns are framed in terms of
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the question, "Who needs what
concerns of information users
sub-sets of procedures:
as defined by whom?" Identifying the
can be accomplished with the following4.0
Determination of Who-What-Whom Concerns(A.E.R.A., pp. 16-18)
A very important part of the NAM involves obtaining and reporting
definitions of needs. Because need is a concept of some desired status
or set of conditions, the attributes of the desired status have to
be specified. The NA must therefore directly contact those who are to
define this status, by survey or interview. Thus each defining group
is asked a stimulus question, which is designed by the NA. This ques-
tion asks each definer to picture him or herself in an ideal situation
in which all the specific needs of the needers for the type of need
under discussion are met completely. By imagining this situation, the
definers write or tell their needs in response to the question. Then
the definers prioritize the components of their definition of the need.
The prioritized components are finally reported to the information user.
Obtaining and reporting definitions of needs are conducted by the follow-
ing sub-sets of procedures:
5.0 Defining
6.0 Definition Reporting (A.E.R.A., pp. 18-20)
In order to obtain and report measurements of need fulfillment,
a measurement plan is developed and implemented with the approval of
the information user. The plan, however, must attempt to maximize
the quality of the information in terms of reliability and validity
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within available resources. Then the information is reported to the
information user. Measurements are obtained and reported in the
following sub-sets of procedures:
7.0 Measuring
8.0 Measurement (A.E.R.A., pp. 20-22)
Coffing-Hutchinson helps to administer the NAM by providing the
following 34 itemized working procedures in the Appendix of the paper
they presented at the annual meeting of the American Educational
Research Association in Chicago on April 7, 1974. They are:
1. Identify the persons for whose decision-making the
needs analysis will be performed.
2. Prioritize these persons.
3. Determine the amount of resources available for the
design and conduct of the needs analysis.
4. Allocate the resources among the persons according
to the priorities.
5. For the next most important decision-maker, have him
identify the categories of persons whose needs are
important to the decision-maker.
6. Test this list for completeness.
7. Have the decision-maker identify the broad categories
of needs that are important to the decision-maker.
8. Test this list for completeness.
9. Have the decision-maker identify the categories of
persons who should specify the needs to an opera-
tional level.
10. Test this list for completeness.
11. Using the three lists, generate all possible questions
in the form: whose (list 1) needs for what (list 2)
according to whom (list 3).
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12. Have the decision-maker remove from the list those
questions in which he has no interest.
13. Have the decision-maker prioritize the remaining
questions.
14. If there are more decision-makers for whom steps 6
to 13 have not been performed, go to Step 5.
15. Allocate the remaining design resources among the
sentences given the priorities among decision-makers
and the priorities within decision-maker's list of
sentences
.
16. If some of the sentences fit the pattern: the clients'
needs for what according to the clients, see Coffina's
Client Demand Analysis Methodology.
17. Take the next most important question in the form
whose needs for what according to whom (A's needs for
B according to C).
18. Determine the sample size of C to be used.
19. Ask each member of the sample the following question:
who are A's needs for B?
20. Assemble the results and show additional samples from C.
21. Use these samples to bring all elements of the items
identified to an operational level.
22. Assemble all of the operational elements of B into A.
23. Survey instrument with directions as follows: Check off
from the list below all items that you believe A needs.
24. Accumulate the results of the survey by finding for each
item the percent of the sample that chose the item as a
need of A.
25. Report on the survey results to the decision-maker.
26. Take the item of the survey that obtained the (next)
highest percentage and design an instrument to measure
the extent to which A has this need unfulfilled.
27. Draw a sample of A and administer the instrument (this
may be postponed until more instruments are developed).
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28. Assemble the data and report to the decision-maker.
29. If resources allow and there are still items on the
results of the survey of Step 24, then go to Step 26.
30. If resources allow and there are still sentences that
remain on the list from Step 15, then go to Step 17.
31. If a decision-maker identifies for the same "whose"
as defined by more than one "whom," then have the
decision-maker consider whether he wants to combine
the results. If not, go to Step 33.
32. Determine what weighting system and scheme of combining
results is most appropriate to the decision-maker. Per-
form the combining and give him the results.
33. Evaluate whether or not data produced is actually used
for decision making.
34. If there is to be more work done in needs analysis,
return to Step 1. If not, you're done (pp. 1-2).
Application of NAM in Korea
Introduction
This is a record of the results of implementing the short form
version (drafted by Stephen 3. Maxner. See Appendix III) of Coffing-
Hutchinson Needs Analysis Sub-Methodology adapted for a "Needs Analysis
Methodology for Education of the Handicapped-Version I" (1973). Since
this study is specifically concerned with identifying the policy needs
Korean universities have for the purpose of formulating the Nonformal
Education Act and its Presidential Decree, it was undertaken up to
Step 6.0 (Definition Reporting). The numbers used in this research
refer to the steps and sub-steps featured mainly in the "short form
version," while others are derived from "Sub-Methodology."
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1
-0 Preparation
1.1-1. 2 For a preparation of this study, the researcher covered
the following steps:
a) Read. the article of "Recent Needs Assessment in
irTl98i
n EdUCati0n " written Hamilton M. 3ruch
b) Read the Coffing-Hutchinson Needs Analysis
Methodology presented at the "Symposium on Method-
ologies under Development" in 1974.
c) Read the Coffing-Hutchinson Needs Analysis Sub-
Methodology for Education of the Handicapped-
Version I.
d) Read the short form version of the above method-
ology drafted by Stephen B. Maxner.
e) Attended the Meeds Analysis Methodology course
offered by Thomas E. Hutchinson in the Fall semester
1981.
f) Reviewed some practicum papers submitted by the pre-
vious course attenders.
g) Completed this writer's practicum paper as the
course paper in Fall semester, 1981.
h) Studied carefully the "Flow Chart for Needs Anal-
ysis," Working Paper, No. 13, drafted by Richard T.
Coffing.
1.3 This writer's (as NA) goals for administering this
methodology as a NA are:
a) To obtain policy needs components about the con-
ditions under which Korean universities can best
participate in nonformal education.
b) To re-examine possible obstacles in the way of
using the Needs Analysis methodology in Korea.
1 .4 The researcher also identified potential clients:
a) Nonformal Education Division, Ministry of Education;
b) Korean Educational Development Institute:
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c) Korea National Commission for UNESCO;
d) Korean Association of Adult/Youth Education; and
e) Korean Association for Higher Education.
The researcher decided to select the Nonformal Education
Division, Ministry of Education for the following reasons
a) the NFE Division of which the researcher is
Director, is responsible for promoting nonformal
and lifelong education for all the Koreans;
b) the willingness of all his colleagues in the
Division to cooperate with the needs analysis was
especially hel pful ; and
c) having a direct, "vested" interest in the success
of the needs analysis enabled his colleagues
obtain data useful for preparing a draft of the
Nonformal Education Act and its Presidential
Decree
.
1.5.3 Since the researcher decided to act both as the NA and
the Decision Maker, he also acted in the capacity of
the Contract Decision Maker (hereafter referred to as
CDM) for the research.
2.0 Contract Negotiation
2.3 The CDM was the only Decision Maker for the research.
2.4-2. 5 Since he assumed the role of CDM, no additional contract
negotiations were required. Thus, the researcher was
able to designate one of his colleagues in the Division
of NFE to assist in carrying out the research for two
months--from September 1st to November 1st, 1982--and
to allocate the necessary budget and supplies to com-
plete the research.
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3.0
3.2
Planning
Based on Maxner's recommendation for distributing
resources, the NA constructed a Needs Analysis
Resource Allocation Chart (NARAC) which provided a
reasonably accurate time allocation for completing
each remaining step (3. 0-6.0).
NARAC (unit: hour)
^=-2 DA Definers
3.0 PI arming 4 2
1 1 1 1C 1 O
4.0 Determining W-W-W Concerns 8 2
5.0 Defi ni ng 10 2 10
6.0 Definition Reporting 8 2
30 8 10
4.0 Determining Who -What--Whom Concerns
4-1 Since he is the DM, the researcher implemented "Maxner's
Draft I" for the determining process.
4.3.1 Nonforma 1 Education Division, Ministry of Education,
Korea ( the Who )
.
4.3.2 Planning considerations to encourage the development of
more Korean university participation in nonformal
education ( the What ).
4.3.3 --Presidents of Korean universities;
--Professors and staffs of Korean universities;
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--Policy makers of the Korean government: Ministry of
Education, Ministry of Home Affairs, Ministry of
Culture and Public Services, Ministry of Government
Administration, and Ministry of Commerce and
Industry
;
--Members of the Nonforma 1 Education Advisory
Committee, Ministry of Education;
--Directors of nonformal education voluntary organiza-
tions (the Whom )
.
4.3.4 Needs statement:
"Nonformal Education Division's needs for planning con-
siderations to encourage the development of more Korean
university participation in nonformal education as de-
fined by presidents, professors and staffs of Korean
universities, policy makers of the NFE concerned
Ministries, Members of the NFE Advisory Committee and
Directors of NFE NGOs."
4- 3.4.1 The NA took one hundred Definers from the above-
mentioned groups. The Definers were selected with the
following criteria:
a) Five presidents and fifteen professors/staff members
of Korean universities who are already offering non-
formal education programs; five presidents and
fifteen professors/staff members of Korean univer-
sities who expressed their intent to the researcher
to participate in nonformal education in the near
future
;
b) Five policy makers of each NFE-concerned Ministry;
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c) Six members of the NFE Advisory Committee
Ministry of Education; and
d) Twenty-four Directors who have nationwide NFE
organizations (see the Annex IV).
5.0 Defining
5.2.2 The NA developed a hypothetical situation appropriate
for stimulating greater involvement of the Definers
as follows: "Imagine that the Korean Government,
Ministry of Education, is identifying planning needs
and considerations for encouraging Korean universi-
ties to participate in nonformal education. In this
planning all the needs you would have to support the
involvement of Korean universities in nonformal educa-
tion are being fulfilled. As you observe this situation
in your mind, what are all the things that indicate to
you that your needs for the policy and other planning
considerations suggested to the government are being
met?"
5.2.4 The NA then, developed the first survey instrument
administered for the above hypothetical statement in
order to generate the ideas and responses of the
Definers. Fie mailed the question to the Definers and
requested their responses be returned to the NA.
The NA received responses of the first survey from
eighty-seven Definers. Thirteen Definers did not reply
who are: three presidents and four professors of
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universities, two policymakers of ministries, and
four directors of NFE organizations. Of the thirteen,
the main reason for lack of response was their absence
from the country at the time the survey instrument was
sent to their offices.
The following is the second survey instrument formu-
lated by the NA after compiling all the responses
received from eighty-seven Definers:
Survey Instrument
"Imagine a situation in which your planning and other
needs as Korean nonformal educators to encourage the
development of more Korean university participation in
nonformal education are fully met .
Read each item in the list that follows. If the item is
something that Korean nonformal educators need, please
place a check mark in the space provided."
1. Nonformal education courses offered at the
university level.
2. A legal support system for government offices
and private companies to consider their em-
ployees who complete certain nonformal
education courses in their promotion and
sal aries.
3. Financial support.
4. An NFE training center established for educating
NFE specialists at the university level.
5. A "general theory of NFE" offered as a compul-
sory subject to those who are in the School of
Education and Teacher's Training College.
184
6. Support for setting up an NFE research
center at all universities.
7. A relevant amount of budget allocated within
universities for conducting NFE activities
and programs every year.
8. A legal support system for local governments
to provide financial support for NFE programs
and activities organized by universities.
9. Several measures for improving the social
status of NFE field workers to be made avail-
able.
10* Support for public and private working places
which employ sufficiently large numbers of
employees in their efforts to recruit NFE
special ist(s)
.
11. NFE courses offered in In-service training
programs for elementary and secondary school
teachers
.
12. A strengthened network between NFE organiza-
tions and industries.
13. Various activities to integrate nonformal with
formal education.
14. Increased research funds allocated for further
NFE development.
15. An established organization to improve inter-
national cooperation and communication for NFE
16. Encouragement to organize seminars and
symposiums in the field of NFE.
_17. Creating an open system for encouraging people
participation in NFE by transforming existing
regulations and government structures.
__
18. Development of various NFE programs for acquir
ing certification rather than formal degrees.
19. A part-time system introduced for both study-
ing and working.
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20. Abolition of the rigid academic year system
from universities.
—
—21. Abolition of a limited admissions system.
22. Enough financial aid to be made available
to NFE programs, such as mothers', citizens'
and elderly people's classes.
23. The authority to transfer those credits taken
through university extension programs to other
degree programs.
_24. Nonforma 1 and lifelong education courses to be
offered in civil service training programs with
more extensive university support in the form
of lecturers, new learning materials and so on.
25. New youth programs developed and offered by
uni versi ties
.
26. NFE courses offered as part of the regular
curriculum at teacher training colleges.
27. An expanded Air and Correspondence college.
_28. Support for purchasing new NFE equipment,
audiovisual aids, and so on.
29. Experts/specialists (professors, teaching and
research assistants, and administrators) re-
cruited for NFE.
30. Financial aid for developing NFE learning
materials
.
31. More public information on the necessity of
promoting nonformal and lifelong education.
32. More information on the NFE activities and pro-
grams disseminated from other countries as well
as additional opportunities for study in
foreign countries.
33. Encouragement of NFE field workers through
citations and other relevant recognition.
34. Opportunities to participate in annual confer-
ences and gatherings organized by NFE regional
and international associations.
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35. Additional efforts to convince university
staffs and faculties of the necessity to pro-
mote NFE along with their active participa-
tion in this field.
_36. Appropriate amounts within budgets to follow
up on the activities of participants in NFE
programs
.
.37. Information and reading materials on NFE
disseminated to help university faculties and
staffs to develop NFE.
38. Reinforcement provided to all workers in var-
ious industries to participate in lifelong
education programs for improving their know-
ledge and skills.
39. An independent administrative organization,
namely Department of University Extension, to
be established at university headquarters
responsible for planning, coordinating and
evaluating NFE programs.
40. Night courses offered at national universities.
41. Existing NFE-related research organizations,
such as New Community Movement research cen-
ters in universities, to be reorganized as
NFE research organs.
42. A visiting lecturers group organized on NFE
and additional NFE opportunities provided for
all Koreans.
43. NFE's own facilities created for providing a
more comfortable atmosphere for adult learners.
44. The authority to approve faculty participation
in NFE activities and programs as their regular
bus iness
45. Channels provided for the use of mass-
communications .
46. Free NFE programs and activities.
47.
Personnel regulations to be revised at all work
places as a result of employee participation in
NFE programs and activities.
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After completing the agove, go back over the list and
circle the numbers of the five most important needs."
5. 2. 5. 1.4 The NA administered the above survey instrument to the
definers by mail, asking them to check the items and
circle the five most important items.
5.2.6 The NA then tabulated the results gathered from eighty-
seven Definers by utilizing one point for every item
checked and ten points for every item circled.
5.3.1 The following are the tabulated results.
5. 3. 6-5. 3. 6. 2 See tabulated results.
6.0 Definition Reporting
6. 2-6. 3 The NA as the CDM decided to consider the following top
twenty items as the most urgent and most important needs
for formulating the Nonformal Education Act and its
Presidential Decree:
Priori ty I tern Points
1 #1 Nonformal education courses offered 260
at the university level.
2 #4 An NFE training center established for
educating NFE specialists at the
uni versi ty level . 21
1
3 #2 A legal support system for government
offices and private companies to con-
sider their employees who complete
certain nonformal education courses
in their promotion and salaries. 174
4 #3 Financial support. 162
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5. 3. 6.1 Tabulated Results
Item # Points Item # Points
10 point
responses
1 point
responses
10 point
responses
1 point
responses
1 24 20 24 0 33
2 15 1 24 25 0 1 27
3 13
1
32 26 3 32
4 19 21 27 4 1 29
5 13
1
16 23 4 1 35
6 5
1
19 29 4 1 36
7 7
1
27 30 4 1 40
8 7 30 31 ° 32
9 3 20 32 4 37
10 6 29 33 1 25
11 7 30 34 2 28
12 6 36 35 0 25
13 2 38 36 2 34
14 7 1 40 37 1 24
15 1 30 38 o 24
16 2 37 39 3 32
17 3 22 40 3 25
18 12 1 28 41 3 25
19 4 30 42 1
1
27
20 1
! 19 43 5 26
21 1 i 21 44 5 30
22 4 i 40 45 3 29
23 6 24 46 1 14
-J _
47 3 28
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5. 3. 6 . 2 Total Score and Its Prioritization (B)
Priority Item Points Priority Item Po i nt^ 1
1 1 260 24 39 62
2 4 211 26 45 59
3 2 162 27 47 58
4 3 162 27 47 58
5 18 148 29 16 57
6 5 1 46 30 40 55
7 14 no 30 41 55
8 8 100 32 36 54
9 11 100 33 17 52
10 7 97 34 9 50
11 12 96 35 34 48
12 10 89 36 15 40
13 23 34 37 42 37
14 22 80 38 33 35
14 30 80 39 37 34
14 44 80 40 24 33
17 32 77 41 31 32
18 29 76 42 21 31
18 43 76 43 20 29
20 28 75 44 25 27
21 19 70 45 35 25
22 6 69 46 38 24
22 27 69 46 46 24
24 26 62
56
7
8
8
10
11
12
13
14
14
14
148
146
110
100
100
97
96
89
84
80
80
80
#18 Development of various NFE programs
for acquiring certification rather
than formal degree.
#5 A "general theory of NFE" offered as
a compulsory subject to those who are
in the School of Education and
Teacher's Training College.
#14 Increased research funds allocated
for further NFE development.
#8 A legal support system for local
government to provide financial
support for NFE programs and acti-
vities organized by universities.
11 NFE courses offered in In-service
training programs for elementary and
secondary school teachers.
#7 A relevant amount of budget allocated
within universities for conducting
NFE activities and programs every
year.
#12 A strengthened network between NFE
organizations and industries.
#10 Support for public and private work-
ing places which employee sufficiently
large numbers of employees in their
efforts to recruit NFE special i st( s ) .
#23 The authority to transfer those
credits taken through university ex-
tension programs to other degree
programs
.
#22 Enough financial aid to be made
available to NFE programs, such as
mothers', citizens' and elderly
people's classes.
#30 Financial aid for developing NFE
learning materials.
#44 The authority to approve faculty
participation in NFE activities and
programs as their regular business.
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17 More information on the NFE activi-
ties and programs disseminated from
other countries as well as additional
opportunities for study in foreign
countries.
77
18 #29 Experts/specialists (professors,
teaching and research assistants,
and administrators) recruited for NFE. 76
18 #43 NFE's own facilities created for pro-
viding a more comfortable atmosphere
for adult learners. 75
20 #28 Support for purchasing new NFE
equipment, audio-visual aids, and
so on
.
Results and Assessment of NAM Needs and Their Use
Accordingly, the researcher employed the Coffing-Hutchinson Needs
Analysis Methodology expressly because it is characterized as one of the
most useful tools for identifying needs components in a partici patory
manner. The major needs components emerging from the field investiga-
tion are, therefore, categorized in response to the content implied by
each of the specific suggestions offered by the Definers themselves,
their suggestions for action are subsumed into the five major policy
need categories summarized below:
1. A process of educating and training NFE specialists should be
instituted by:
- Offering NFE courses at the university level;
- Establishing NFE specialist training centers at the
university level;
- Requiring students of schools of education and teacher's
training colleges to take several NFE courses; and
- Offering NFE courses in in-service training programs for
elementary and secondary school teachers.
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2. A firm financial support system for developing and
implementing NFE programs should be established by:
- Increasing NFE research funds;
- Establishing a legal support system for local govern-
ments to assist universities in organizing NFE' programs
;
Allocating budgets for NFE programs to and within
universities; and
- Providing financial assistance for developing NFE
learning materials.
3. People's level of consciousness about the importance of
lifelong learning should be raised by:
- Offering direct or fringe benefits for NFE program
participants
;
- Developing various NFE certificate programs in addition
to formal degrees;
- Strengthening the network between NFE organizations and
industries; and
- Expanding adult education programs, such as mothers',
citizens' and elderly people's classes.
4. Employment security and opportunities for NFE specialists
should be enhanced by:
- Reinforcing the recruitment of NFE specialist(s) in large
NFE organizations, facilities and industries;
- Requiring a significant number of NFE specialists at the
uni versi ty level ; and
- Providing further study opportunities for NFE specialists
in foreign countries.
5. NFE techniques and skills should be further developed by:
- Increasing participation of university faculties in NFE
programs
;
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- Providing more adequate NFE facilities for adultlearners; and
Supplying additional NFE equipment, audio-visual aids
and other facilities.
The policy needs categories developed as a result of the field
investigation have surfaced as major policy considerations for drafting
the Nonforma 1 Education Act and its Presidential Decree.
Assessment of Use of NAM
Mistakes, oversights, and biases may occur at any stage of any
research process, from the initial steps taken in problem definition
to the final phases of statistical analysis. After administering the
NAM, two biases occurred in: (a) the order of items, and (b) priori-
tization. These two biases may be crucial in considering whether and
how to transfer the NAM both to Korea and to other countries.
In ordering the items gathered from the Definers, the researcher
carefully followed the direction of the NAM itself. The first ten
among 47 items listed were valued with greater emphasis. To reduce this
bias, it is therefore recommended that a random sampling of gathered
responses from all Definers can be used to order the items, instead of
listing items separately from Definer to Definer by the order in which
their responses were received, as the NAM directions specify.
In general, Definers may meet difficulties in prioritizing cer-
tain items because the list of forty-seven items is so long. The Q-sort
technique or the Delphi technique may help to avoid this bias. The
Q-sort technique requires individuals to place a series of items on
statements of needs cards into rating categories so that a minimum num-
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ber of items is assigned to each category. The Q-sort produces objec-
tified data by forcing respondents to establish priorities among items
that are being compared in a needs assessment. The Delphi technique
is administered as a sequential series of questionnaires. The first
questionnaire asks individuals to respond to a broad question. Each
subsequent questionnaire is built upon responses to the preceding
questionnaire. The process stops when consensus has been approached
among participants, or when sufficient information exchange has been
obtained. Between the above two techniques, however, the Delphi tech-
nique could work more complementari ly with the research methodology
here because Delphi is particularly useful for involving experts,
users, resource controllers, or administrators who cannot come together
physical ly
.
S ummary
It is evident from the above needs assessment that various policy
changes are required if Korean universities are to participate more in
non forma I education. These needs are expressed in different configura-
tions which are related to the various obstacles and shortcomings
existing in the universities today. From these emerge five major areas
for policy development, which are as follows:
1. A process of educating and training nonformal education
specialists should be initiated.
2. A firm financial support system for developing and
implementing nonformal programs should be established.
Level of consciousness about the importance of lifelong
learning should be raised among university personnel.
3.
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4. Employment security and opportunities for nonformal
education specialists should be enhanced.
5. Nonformal education techniques and skills should be
further developed.
The diversity of needs expressed by respondents to this study's
needs assessment appears to be a result of the participatory nature of
the rules and procedures of the Coffi ng-Hutchi nson Needs Analysis
Methodology. It is, however, recommended that some modifications be
made in future use of this methodology. It is first recommended that
random sampling be employed in the ordering of lists. Second, it is
recommended that the Delphi technique be used in prioritization. Both
these research techniques would serve to improve the validity of the
final results. These modifications would thereby contribute positively
to efforts to transfer the Coffi ng-Hutchi nson Methodology to Korea and
other countries as a more useful research tool in planning or revising
a program or policy.
Most of the responses, especially those related to the five
major policy needs given above, have already been enacted within the
provisions of the Nonformal Education Act and its Presidential Decree
(see Appendices I and II). Others remain for future consideration.
These will be discussed in the last chapter of this study.
CHAPTER VIII
PLANNING CONSIDERATIONS FOR UNIVERSITY PARTICIPATION IN
NONFORMAL EDUCATION: CONCLUSIONS AND RECOMMENDATIONS
Introduction
It seems very likely that nonformal education will be increas-
ingly looked to in the future as a way out of the "education crisis"
iri the Third World. In particular, nonformal education is likely to
be accepted as a means of providing mass-education for rural poor and
disenfranchised groups of society in a way and at a cost which formal
education cannot equal. Grandstaff observes in this respect:
. . . nonformal education shows strong potential for
getting at the human condition of those most likely
to be excluded from the formal schools: the poor, the
isolated, the rural, the illiterate, the unemployed
. . .
(1974-b
,
p. iii).
Nonformal education, however, is not a "magic" solution to these
problems. It has crucial limitations and weaknesses, such as defini-
tional problems, unqualified staffs, conflicting social values, the
danger of being considered "second class" education, and so on.
University participation in nonformal education has been consider-
ably increased during the last three decades. Furthermore, the involve-
ment of universities in nonformal and adult education takes on an im-
portant role in economic and social development. The university
possesses experienced personnel, enormous research facilities, and a
high social standing in all countries, particularly in the Third World.
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However, universities are still caught in the struggle between tradi-
tion and innovation. This struggle currently prevents them from parti-
cipating fully in nonforma 1 education. Therefore, many scholars have
argued for integration, collaboration, mutual
-understandi ng and coopera
tion between formal and nonformal education. The result, however, has
not yet been satisfactory. The researcher critically reviewed the
literature for the purpose of recommending solutions for inducing more
university participation in nonformal education. The case studies also
highlighted models appropriate for adaptation to higher education
systems elsewhere in the Third World, as well as in Korea.
As noted several times in previous chapters, Korea was the first
country in the world to make a firm national decision to promote non-
formal and lifelong education by revising the Constitution of 1980.
This national policy came about through a full awareness of the pivotal
shortcomings in educational development. Moreover, by passing the
Nonformal Education Act in December, 1982 and its Presidential Decree
in August, 1983, which stipulates implementative decisions more con-
cretely, Korea is about to begin a new era of constructing an "educa-
tional welfare society" through harmonious cooperation between formal
and nonformal education. In particular, the researcher has been able
to initiate and participate in formulating the Nonformal Education Act
and its Presidential Decree, which has led to the development of addi-
tional competencies and experience in this field.
Based on the theoretical knowledge and practical experiences
gathered in this study, some planning considerations for inducing more
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Korean university involvement in nonformal education can be developed
as responses to the primary question of needs, problems and ideas.
Rev iew of Needs, Problems and Ideas
ds ‘ emPloying the Coffing-Hutchinson Needs Analysis
Methodology to identify policy need components for encouraging Korean
university participation in nonformal education, five major considera-
tions were developed into the following categories:
1. A process of educating and training NFE specialists
should be instituted.
2. A firm financial support system for developing and
implementing NFE programs should be established.
3. People's level of consciousness about the importance
of lifelong learning should be raised.
4. Employment security and opportunities for NFE
specialists should be enhanced.
5. NFE techniques and skills should be further developed.
Under the guidelines of this needs assessment and the issues to
be solved, Korean universities are now in a position to implement
several of the approaches to nonformal education which have already been
enacted in the Nonformal Education and its Presidential Decree (See
Appendix I and II):
1. Educating and Training Nonformal Education Specialists:
The provisions of the Nonformal Education Act and its Presidential
Decree now enable Korean universities to educate and train nonformal
education specialists through either the existing structures of
schools of education or by establishing new training institutes. The
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Government's Ministry of Education is charged with the responsibility
of certifying each specialist who has completed the required conditions
of their study in nonformal education. Furthermore, job opportuni-
ties for specialists will be expanded and their social status also
secured.
2. Participating in the National Nonformal Education Policy
Body: The Nonformal Education Policy Coordination Committee has eight
seats arranged for members from non-governmental sectors. The faculty
of Korean universities shall be appointed as members of the Committee.
By virtue of their membership, university representati ves have the
opportunity to input their ideas, needs, theories, and practices to
the task of formulating further national policy on nonformal education.
Several university faculty members in local universities now have the
additional opportunity to serve as members of Provincial Nonformal
Education Councils.
3. Financial Assistance from National and Provincial Govern-
ments: Under the provision of Article 15 of the Nonformal Education
Act, Korean universities can be funded for carrying out nonformal
education programs and activities by national and provincial govern-
ments. Many nonformal education programs and activities are provided
mainly for community people--the young, housewives, the elderly,
farmers, factory workers, and disabled people. Therefore, both the
national and provincial governments are now required to extend their
financial support to those universities which offer nonformal educa-
tion programs and activities after the promulgation of this Act.
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Since most nonformal education programs and activities have been
almost free of charge, many needs to improve learning materials,
educational facilities and equipment and logistical support services
have been growing.
4. Exchanges: Korean universities can now send their faculty
to other nonformal education organizations and industrial companies
for the purpose of disseminating their studies and research through
lectures, seminars, workshops and symposiums for improving the aware-
ness of nonformal education in Korean society and exchanging exper-
iences amongst nonformal educators. In addition, Korean universities
may participate in various nonformal education programs and activities
recommended by the researcher in the section of this study on univer-
sity participation in nonformal education.
Problems
. There is an urgent need for a new approach and a
major effort to solve the problems involved in equipping Korean univer-
sities for their future participation in nonformal education. Follow-
ing are some reflections on the issue by many other Korean universities
that could prove highly beneficial:
1. The importance of needs assessment can be reinterpreted as
"the assessment of learning needs is a logical first step." Educators
and planners, however, who are oriented only to the traditional peda-
gogical model in which the educator and planner are assigned exclusive
responsibi 1 i ty for determining what should be learned, will have a
difficult time understanding the facts of adult life in a new perspec-
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tive. In order to meet the learner's own educational needs, there-
fore, it is significant for nonformal educators and planners to be
familiar with Coffing-Hutchinson Needs Analysis Methodology adapted
with some modifications and other needs assessment techniques. In
this way, Korean universities can enrich not only the existing non-
formal education programs, but also the basic philosophy of Andragogy
2. There is a lack of coordination among the government
agencies, universities/colleges and nongovernmental NFE organizations
The Nonformal Education Act provides a solution to this problem. In
Article 12 of the Act, the Nonformal Education Policy Coordination
Committee is organized under the Ministry of Education in order to
coordinate and discuss nonformal education policies amongst the con-
cerned ministries. In the future, cooperative coordination in non-
formal education is expected to be the responsibil ity of a pan-
governmental coordination mechanism. However, establishing a coopera
tive network is not expected to be so much a problem of mechanics as
it is one of raising the awareness and securing the participation of
its members.
3. Though learners in nonformal education programs still tend
to refrain from active participation, they nevertheless have a very
receptive attitude toward their programs. This relates to the fact
that most university/col lege-supported nonformal education programs
are provided free of charge. Therefore, information about the
importance of nonformal and lifelong education should be disseminated
to all levels of people. Government agencies, universities/colleges,
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NFE nongovernmental organizations and industries should also cooperate
with each other in implementing the following policies:
a) To provide direct or fringe benefits for NFE proqram
participants. K J
b) To develop various NFE certificate proorams for im-
proving worker's job skills instead of"formal degrees.
c) To expand adult education programs, such as mothers',
citizens' and elderly people's classes.
ldeas_. By instituting the Nonformal Education Act and its Presi-
dential Decree, a firm legal support mechanism for promoting nonformal
education in Korean society has provided Korean universities with the
potential for increasing their own involvement in nonformal education
programs and activities. Their participation was strongly encouraged
at the very initial stage of drafting the legal documents to enable
them to implement the national decision as "catalysts." Some of their
critical ideas involved in formulating a planning strategy to guide
future actions were gathered from the case studies, the needs assess-
ment and the theoretical background of nonformal education as follows:
1. The Korean government. Ministry of Education should estab-
lish a nonformal education research and training institute. The major
functions of this institute would be to: (a) provide practical
information and useful recommendations to the NFE Policy Coordination
Committee; (b) develop curricula and learning-teaching materials;
(c) devise evaluative tests; and (d) organize NFE specialists training
sources for teachers, admi nistrators
,
staffs, etc. Responsible
staffs of the institute could also be transferred from among university
faculty members who majored in nonformal education or were involved in
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nonformal education programs and activities.
2. The Ministry of Education should institute an independent
educational broadcasting channel in order to promote people's life-
long education. This channel would exemplify its whole-hearted
commitment to respond to Article 26 of the Nonformal Education Act,
which encourages the participation of the mass-media in nonformal
education. By serving only the students who are enrolled, the Air
and Correspondence College only provides broadcasting classes in the
early morning or late evening because it is necessary to rent the
Korea Broadcasting Station (KBS) channel, which is under the jurisdic-
tion of the Ministry of Culture and Information.
3. No regional study center has been organized by the Korea
Air and Correspondence College, while the Open University of the
United Kingdom operates two hundred and seventy learning centers. By
establishing regional study centers, staffs of the centers can play
the role of course tutors as well as tutor-counselors; help the stu-
dents of his/her major field in the region make effective use of the
College's multimedia teaching system; comment on and grade their
written assignments sent to him/her at regular intervals; and counsel
by contact via telephone and mail. Symposia, discussions, tutorial
sessions can also be held in the halls of study centers, encouraging
students' "self-help" study activities.
4. Venezuela's ideas for in-service training for elementary
school teachers represents a complementary and an integrative linkage
between formal and nonformal education. In the broader context of
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community education teachers who are in elementary and secondary
schools are asked to play the roles both of formal school teachers
anu facilitators of nonformal education programs and activities.
Therefore, Article 9 of the Presidential Decree encourages teachers
to be NFE specialists by taking several courses on nonformal educa-
tion. Schools of Education and Teacher's Training Colleges should
offer relevant in-service training programs for those teachers. In
addition to this, it would be helpful to offer a “general theory of
NFE" as a compulsory subject to those who are in school of education
and teacher's training colleges.
5. Additionally, a/erseas training opportunities for those who
are interested in teaching nonformal education courses at colleges or
universities should be included in either the Government's Ministry of
Education scholarship program, or the IBRD educational loan project.
Every year 100 candidates for col lege/uni versi ty faculty in the field
of Business Administration are trained under the full scholarship for
a period of three years in developed countries, especially in the
U.S.A. This may be the most efficient and quickest way to provide a
qualified college/university faculty in nonformal education. As
another source, the Memorandum of Understanding on Education, jointly
signed by the Secretary of U.S. Department of Education and the
Minister of Korea's Ministry of Education in July, 1981, can support
the bi-national exchange program, which includes educational special-
ists in the field of adult education and pre-school education for the
purpose of learning about progress and development, exchanging
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learning materials, and exploring possibilities for joint research in
nonformal education (Annex, Art. 7).
CmxejlLJh rusts for University Participation in Non formal Education
The Nonformal Education Act of 1932 and the Presidential Decree
of 1983 were carefully developed to present the long-term goals for
implementation of nonformal education in Korea. However, the current
planning for initiation of university participation in nonformal
education will focus on only a part of this greater, ideal plan.
At several points in this document it has been indicated that
the methods and concepts of nonformal education are almost anti-
thetical to those of formal higher education, and that most members
of administrations and faculties in universities hold nonformal educa-
tion in low esteem and consider it i nappropriate for their attention.
The government has decreed that despite these attitudes, each univer-
sity should commence with plans to contribute to the nation's non-
formal education efforts. The government, however, cannot and will
not commit major resources to forcing the higher education institutions
to fulfill their obligations in this direction, nor can government
fully invest personnel and funds in monitoring the progress of these
efforts. The universities have been clearly informed of what is
expected and desired from them. The responsibility to put this policy
into action is now considered to be in their hands. It has to be up
to them to revise their attitudes and their regulations so as to
encourage more participation in nonformal education.
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What appears to be the most reasonable and rewarding direc-
tions on which the Ministry of Education can focus in its effort to
utilize university resources to meet Korea's demands for nonformal
education are the following:
1. Develop separate institutions, as exemplified by the
Open University of the United Kingdom, which will
employ resources that are produced by the tradi-
tional universities, but in a program that is nonformal
in approach;
2. Encourage universities to develop programs that train
personnel for nonformal education efforts that will
occur outside the university, or perhaps in a distinct
section of the university;
3. Encourage university faculty to apply their academic
expertise to research in areas that are relevant to
extension of nonformal education; and
4. Maintain a constant effort to slowly erode the
universities' prevalent disinterest in nonformal
education. This effort would include such elements
as initiation of rewards for participation in non-
formal programs and high profile publicity for non-
formal education efforts and successes.
Considerations for Further Research and Evaluation
This study does not present a ready-made approach for encourag-
ing university involvement in nonformal education that pol icy-makers
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in this field could use immediately. Further research, therefore, is
needed in order to develop the actual methods of participation by
Korean universities. In order to provide a firm direction for Korean
universities/colleges, the following topics should be studied as a
series of research and evaluation tasks:
1. Curriculum development for NFE specialist education
and training courses as an implementation of Article 9
of the Presidential Decree.
2. Development of learning-teaching materials and text-
books for NFE specialist courses.
3. Evaluative studies of the on-going nonformal educa-
tion programs conducted by Korean universities/colleges
at various points of implementation.
4. Initial needs assessment of Korean society as a whole
for identification of adult learner's and community's
needs.
Nevertheless, the legislation cited and the framework suggested
by this study should prove useful in the effort to encourage further
participation. If, on the other hand, the legislation and the frame-
work suggested do not produce results within a reasonable time frame,
continuous efforts to generate more involvement should be consistently
forthcomi ng
.
Additionally, those needs components which are not addressed by
this study can nevertheless provide researchers and policy-makers in
other Third World countries with more directions for further develop-
ment in this field.
As a final word, the researcher in his position as Director of
the Nonformal Education Division of the Ministry of Education can only
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hope that he has assisted the reader in developing a new understanding
of non rormal education in Korea, its current situation, and its
potential future directions. Hopefully, too, this understanding can
contribute toward the offering of more useful advice and input for
further development in Korea as well as the world.
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NONFORMAL EDUCATION ACT OF
THE REPUBLIC OF KOREA
Chapter I General Provisions
Article 1 (Purpose)
It is the purpose of this legislation to contribute to the
national development by promoting lifelong learning opportunities for
all people to become more productive and responsible citizens.
Article 2 (Definitions)
The terms used in this Act are:
1. Nonformal education: Any kind of organized educational
activities for promoting lifelong education of citizens
outside of the basic formal educational ladder system.
2. Nonformal education organizations: Foundations and pri-
vate groups whose primary aims are to provide nonformal
education programs and activities.
3. Nonformal education facilities: Educational facilities
provided mainly for nonformal education programs and
activities.
Article 3 (The Scope of the Act)
This Act applies to any kinds of nonformal education so long as
other Acts or regulations are not opposed to the provisions laid down
in this Act.
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Article 4 (Equal Opportunity and Self-control)
1. It shall be guaranteed for all citizens that they be
provided an equal opportunity for nonformal education.
2. Nonformal education shall be based on the learner's
participation and self-learning.
Article 5 (Neutrality of Nonformal Education)
Nonformal education must not be abused for propagandizing
politics and doctrines of political parties or for imposing personal
prejudice.
Article 6 (Implementation of Nonformal Education)
Anyone can organize and provide nonformal education programs
and activities in accordance with the provision laid down in this Act,
and other related regulations. However, those who belong to the
following categories shall not be allowed to provide nonformal educa-
tion:
1 .
2 .
3.
4.
Article 7
1 .
Any incompetent or a quasi -i ncompetent person;
One whose rights to citizenship have been revoked due to
bankruptcy
;
A person who within the last three years has been con-
victed or imprisoned;
A person whose rights to citizenship are deprived or sus-
pended by the court or other legislation.
(Curriculum and others)
Nonformal educators may decide on the curriculum, teaching-
learning methodology and the duration of nonformal educa-
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tion programs and activities provided no special
restriction is contained within this Act and other
related regulations. However, nonformal educators must
consider the needs of learners and improve the practi-
cability of their programs and activities.
2. The content of citizens' basic education must be included
in any nonformal education courses continued more than a
certain period of time.
3. The above criteria of nonformal education courses and the
content of citizens' basic education will be stipulated
in the Presidential Decree of this Act.
Article 8 (Use of Public Facilities)
1. Nonformal educators may use public facilities for their
nonformal education programs and activities insofar as
they are not opposed to the purposes of said public
faci 1 i ties
.
2. The managers of public facilities must permit nonformal
educators to use their facilities so long as there is no
specific reason not to.
Article 9 (Restrictions on Making Profit)
Nonformal education must not be utilized for the purpose of
making a profit.
Article 10 (Recognition of Academic Completion and Other Learner
Accompl i shments
)
1. A person who shall have completed nonformal education
courses in accordance with the principles laid down in the
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Article 1
1 .
2 .
Article 1
1 .
Presidential Decree of this Act shall be accorded res-
pective social recognition.
• A person who shall have completed nonformal education
courses in accordance with the principles laid down in the
Presidential Decree of this Act may be recognized for
academic completion with equivalent levels of schooling
according to the Presidential Decree of this Act.
Chapter II National and Provincial
Government Responsibility
1 (National and Provincial Government Responsibility)
The national and provincial governments shall make every
effort to provide nonformal education opportunities for
all people throughout their life span by establishing non-
formal education facilities, training nonformal education
specialists, developing educational materials, providing
financial aid, and other relevant endeavours.
The national and provincial governments shall encourage
the manager of organizations, facilities and other work
places to participate in nonformal education.
2 (Nonformal Education Policy Coordination Committee)
In order to discuss and coordinate nonformal education
policy, a Nonformal Education Policy Coordination Com-
mittee shall be established under the jurisdiction of the
Ministry of Education.
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2 .
Article 1
1 .
2 .
Article 1
1 .
2 .
Article 1
1 .
The organization strcture, functions and management of
the above Committee will be laid down in the Presidential
Decree of this Act.
3 (Nonforma 1 Education Council)
In order to discuss, coordinate and cooperate amongst
nonforma 1 educators on nonformal education policy in
locai areas, a Nonformal Education Council shall be estab-
lished under the jurisdiction of each Provincial Board of
Education
.
The organization structure and management of the above
committees will be laid down in their respective constitu-
tion.
4 (Guidance and Support)
Provincial Boards of Education may guide and support
nonformal education organizations and facilities if their
assistance is requested from a chief executive officer of
nonformal education organizations and facilities.
Provincial Boards of Education may provide training pro-
grams for those people who are working in nonformal
education organizations and facilities if they are re-
quested to organize training programs from a chief
executive officer of nonformal education organizations
and facilities.
5 (Financial Assistance)
The national government may provide financial assistance to
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provincial governments for promoting nonformal education
in local regions.
2. The national and provincial governments may provide
financial assistance to nonformal education organizations
and facilities in accordance with the availability of
their budgets.
Article 16 (Submission of Data)
The Minister of Education or Provincial Boards of Education may
request the chief executive officer of a nonformal education organiza-
tion or facility to submit survey data, research outcomes, and other
data necessary for planning nonformal education.
Chapter III Nonformal Education Specialists
Article 17 (Qualifications of Nonformal Education Specialists)
1. Nonformal education organizations and facilities in
accordance with the mandate laid down in the Presidential
Decree of this Act must employ nonformal education
specialists (hereafter referred to as Specialists) who
are responsible for planning, analysing, evaluating and
guiding nonformal education programs and activities.
2. The qualifications and other related concerns of
specialist will be laid down in the Presidential Decree
of this Act.
Article 18 (Disqualification of Specialists)
A person who is classified under any of the provisions of
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Article 6 of this Act shall not be considered a specialist.
Article 19 (The Protection of Status)
The status of specialist must be protected and necessary
measures to this end will be laid down in the Presidential Decree of
this Act.
Article 20 (Establishment of a Specialist Training Institute)
1. The Minister of Education may permit a specialist training
institute to be established in accordance with the condi-
tions laid down in the Presidential Decree of this Act.
2. A specialist training institute must possess the neces-
sary educational equipment and facilities for offering
specialist training courses.
3. The above conditions for educational equipment and
facilities will be laid down in the Presidential Decree of
this Act.
Chapter V The Participation of Formal Schools and
Mass-media in Nonformal Education
Article 24 (Schools and Nonformal Education)
1. Any university, school of education, teacher's training
college, and junior technical college must offer non-
formal education courses or programs or activities on
the basis of their individual situations and needs.
2. Other schools must contribute to the promotion of non-
formal education through relevant ways and means.
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Article 25 (Use of School Facilities)
Libraries, museums and other school facilities may be used for
nonforma 1 education programs and activities so long as school educa-
tion is not disrupted by such nonformal education programs and
activities
.
Article 26 (Establishment of Nonformal Education Facilities)
1. Schools may establish necessary facilities devoted to
nonformal education programs and activities.
2. The chief executive officer must report the above
facilities to local authorities.
Article 27 (Mass-media and Nonformal Education)
Mass-media such as newspapers, broadcast facilities and
periodical publications must contribute to the promotion of nonformal
education through their media insofar as the management of mass-media
is not disrupted by this contribution.
Chapter VI Miscellaneous
Article 28 (Orders for Correction)
1. Provincial Boards of Education may be ordered for
corrective action in accordance with the provisions of
the Presidential Decree of this Act if their nonformal
education programs or activities violate the conditions
of Article 5, Paragraph 2 of Article 7, and Article 9.
2. Any person who receives an order for corrective action
must follow the order within the provided time period
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if no additional justification applies.
Article 29 (Penalty)
A person who does not comply with an order for corrective
action caused by the violation of Paragraph 2 of Article 7 and
Article 9 shall be judged and fined for up to one million won.
Article 30 (Presidential Decree)
A Presidential Decree of this Act shall be stipulated for
implementing this Act.
Enforcement.
This act shall be enforced six months after its promulgation.
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presidential decree for
THE NONFORMAL EDUCATION ACT
OF THE REPUBLIC OF KOREA
Article 1 (Purpose)
It is the purpose of this legislation to stipulate necessary
conditions and procedures for implementation of the Nonformal Educa-
tion Act (hereafter referred to as the Act).
Article 2 (The Scope of Nonformal Education)
The scope of nonformal education covers the following main
content areas:
1. Basic and cultural education;
2. Vocational, technical and professional education;
3. Health education;
4. Family life education;
5. Community education (including "New Community" education);
6. Leisure education;
7. Education for understanding international society;
8. Education for stressing the importance of book reading;
9. Traditional cultural education;
10.
Any organized educational activities conducted outside of
formal schools.
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Article 3 (Citizen's Basic Education)
1. In accordance with Paragraph 2 of Article 7 of the Act,
the nonforma 1 education course below must provide at least
ten percent of its total time period on the content of
citizen's basic education:
(a) Any nonformal education course continuing more
than thirty hours and attended by more than ten
persons
.
(b) Any nonformal education course continuing or
repeating for thirty days and attended by more than
ten persons
.
2. The content of citizen's basic education laid down in the
above paragraph shall be: Korean history education, moral
education, environmental education, economic education,
national security education, new community education
and other content relevant to the improvement of
citizen's levels of consciousness.
3. Nonformal educators may provide at least one content of
citizen's basic education stipulated in the above para-
graph in terms of learner characteristi cs and abilities.
Article 4 (The Use of Public Facilities)
1. Whenever nonformal educators apply for using public
facilities owned by the country and provincial governments
and other public facilities, they may request the staff's
cooperation and the use of equipment and facilities.
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2. Managers of public facilities may formulate necessary
regulations on the conditions or procedures for using
their equipment and staff's cooperation.
Article 5 (Learner's Registration Fee)
1. If a registration fee is to be borne by the learner, the
nonforma 1 educator must receive the permission or
recognition of Provincial Boards of Education in terms
of the following criteria:
(a) Non formal educators who provide formal school
type of nonforma 1 education courses as stipulated
by Article 7 of this Decree must receive this per-
mission prior to receiving payment from learners.
(b) Nonforma 1 educators who provide nonformal education
courses for more than thirty hours or thirty days
which are attended by more than ten persons must
receive permission prior to receiving payment from
learners.
2. Learner's registration fees stipulated by the above para-
graph shall include any payment received from learners.
Article 6 (Special treatment for Learners)
A person who shall have completed the nonformal education
course described below shall receive special consideration for career
recognition, enabling the person to take examinations for certifica-
tion and certificate recognition provided:
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1. The nonforma 1 education course is continued more than
sixty hours;
2. The nonforma 1 education course is continued more than
three months.
Article 7 (Recognition of Academic Completion)
1. A person who shall have completed a nonformal education
course subsidized by a middle or high school and approved
by the Minister of Education may receive special considera
tion for the high school entrance examination or high
school graduation certificate examination by the deletion
of specific subject tests from the above-mentioned
examinations
.
2. The standard of educational facilities, curricula, numbers
of teachers and their qualifications, admissions qualifica
tions, management of facilities and other matters related
to this category of nonformal education courses will be
stipulated by the Education Minister's Decree of this
Decree.
Article 8 (Nonformal Education Policy Coordination Committee)
1. The Nonformal Education Policy Coordination Comnittee
(hereafter referred to as the Committee) shall consist
of fifteen members including one chairman and two vice-
chai rmen
.
2. The Minister of Education shall provide the chairman.
The two vice-chairmen shall be appointed by the chairman
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of the committee; one vice-chairman shall be appointed
from the ranks of government and the other from a
non-governmental source.
3. Membership of the Committee shall consist of six vice-
ministers from the Ministry of Government Administration,
Ministry of Home Affairs, Ministry of Education, Ministry
of Health and Social Affairs, Ministry of Labour and
Ministry of Culture and Public Information. Eight members
of the committee shall be appointed by the Minister of
Education on the grounds of their competence and experience
in nonforma 1 education.
4. The chairman shall preside at every meeting of the Committee
at which he is present. The chairman shall also represent
the Committee.
5. The two vice-chairmen of the Committee shall assist the
chairman. If at any meeting of the Committee the chairman
is not present the vice-chairman who is nominated by the
chairman shall preside at the meeting of the Committee.
6. The functions and powers of the Committee shall be:
(a) To discuss and coordinate the formulating of national
plans and comprehensive policies on nonformal educa-
tion;
(b) To coordinate nonformal education policies implemented
by the concerned Ministries, and to furnish advice to
the Ministers involved in nonformal education in pro-
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noting nonforma 1 education by their more active
participation.
(c) To establish a firm supportive system for the fur-
ther development of nonformal education;
(d) To initiate other important matters important for
the promotion of nonformal education.
7. The chairman of the Committee may at any time convene a
meeting of the Committee. At a meeting of the Committee,
half the members of the Committee constitute a quorum.
Resolutions shall be determined by a majority of the
approvements of the members present.
8. In order to assist the management of the Committee, one
coordinator and a rapporteur who is employed by the Ministry
of Education shall be appointed by the Minister of Educa-
tion .
9. The members present at the meeting shall be paid by way of
a per diem and travel allowances in accordance with the
eligible budget of the Ministry of Education.
Article 9 (Qualifications of Nonformal Education Specialists)
1. Nonformal education specialists (hereafter referred to as
Specialists) shall be classified as First-grade specialist
and Second-grade specialist.
A first-grade specialist shall be considered eligible for
certification from the Minister of Education under the
following conditions:
2 .
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(a) A person who graduates from a university's education
department or a person who graduates from a quasi-
nonforma 1 education department authorized by the
Minister of Education if he/she shall have completed
at least ten credits on the subject of nonformal
education
.
(b) A person who graduates from a graduate school by
majoring in nonformal education or a person who
graduates from graduate school by majoring in quasi
-
nonformal education as authorized by the Minister of
Education if he/she shall have completed at least ten
credits on the subject of nonformal education.
(c) A person who graduates from a university or is recog-
nized as a university graduate if he/she shall have
completed at least fifteen credits of nonformal educa-
tion at the university level or shall have studied at
least two hundred and forty hours of nonformal educa-
tion at the specialist training institute approved by
the Minister of Education.
(d) A person who graduates from a junior technical college
or is recognized as a junior technical college grad-
uate if he/she shall have completed at least thirty-
five credits of nonformal education at the university
level or shall have studied at least five hundred and
sixty hours on nonformal education at specialist train-
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n
9 institute approved by the Minister of Education.
(e) A second-grade specialist who has worked at least
three years in the area of nonformal education if
he/she shall have completed at least ten credits of
nonformal education at the university level or shall
have studied at least one hundred and sixty hours of
nonformal education at specialist training institute
approved by the Minister of Education.
A teacher who has taught at least three years at
primary or secondary school if he/she shall have com-
pleted at least ten credits on nonformal education at
the university level or shall have studied at least one
hundred and sixty hours of nonformal education at the
specialist training institute approved by the Minister
of Education.
(f) A nonformal educator is qualified as a first-grade
specialist in accordance with the criteria of quali-
fications and procedures laid down in the Education
Minister’s Decree of this Decree.
3. A second-grade specialist shall be considered eligible for
certification from the Minister of Education under the
following conditions:
(a) A person who graduates from a nonformal education
department at a junior technical college.
(b) A person who graduates from high school or is recog-
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n i zed as a high school graduate and has worked at
least three years in the area of nonformal education
if he/she shall have completed at least twenty credits
of nonformal education at the university level or shall
have studied at least three hundred and twenty hours
on nonformal education at a specialist training insti-
tute approved by the Minister of Education.
(c) A public service employee who has worked at least two
years in the area of nonformal education if he/she
shall have completed at least fifteen credits at
university level or shall have studied at least two
hundred and forty hours at a specialist training
institute approved by the Minister of Education.
(d) A nonformal educator is qualified as a second-grade
specialist in accordance with the criteria of quali-
fications and procedures stipulated in the Education
Minister's Decree of this Decree.
Article 10 (Employment of Nonformal Education Specialist)
1. Any nonformal educational organization or nonformal educa-
tion facilities (hereafter referred to as organization or
facility) which must employ a nonformal education special-
ist as stipulated in paragraph 1 of Article 17 of the Act
must be listed among the following organizations or
facil ities
:
(a) Any organization or facility which employs at least
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2 .
Article 1
1 .
2 .
Article 1
1 .
five staff members for management of the organiza-
tion or facility shall organize a plan to provide
nonforma 1 education programs and activities for at
lease fifty learners simultaneously.
(b) Any such organization shall register at least five
hundred participants yearly for its programs and
activities.
An organization or facility mentioned in the above paragraph
must employ at least one specialist.
1 (Protection of Status)
A non formal education specialist shall not be punished in
a manner such as leave without pay, demoted or dismissed
without due cause, imprisonment, punishment and other forms
of judgment which are covered by this Act.
A nonformal education specialist shall not be coerced to
resi gn.
2 (Permission to Establish a Nonformal Education Specialist
Institute)
A person who wants to establish a nonformal education
specialist institute in accordance with the Article 20 of
this Act must submit the following documents to the Minister
of Education:
(a) Name of the institute.
(b) Purpose.
(c) Location.
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(d) The names and addresses of the Chief Executive
Officers and other board members.
(e) Constitution or regulations.
(f) Descriptions of the teaching staff.
(g) Descriptions of the educational facilities and equip-
ment.
(h) Description of curricula.
(i) Description of funds for management of the institute.
A non formal education specialist institute must be located
in a sound site for education and health, and must possess
the following necessary facilities and equipment:
(a) Education building.
(b) Educational equipment and facilities for applying
curricula.
The educational building mentioned in the above paragraph
must contain the following facilities and equipment:
(a) Classroom - seminar room.
(b) Reference center.
(c) Dormi to ry.
(d) Sanitary facilities such as an infirmary, toilets, and
other facilities of concern to the health of parti-
ci pants
.
(e) Leisure facilities such as restrooms and sports equip-
ment.
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(f) Management facilities such as an office and security
room.
4. Matters related to the teaching staff and curricula and
the criteria for educational facilities and equipment
mentioned in paragraph 1 of this Article will be stipulated
in the Education Minister's Decree of this Decree.
Article 13 (Criteria for Establishing a Nonformal Education Facility)
1. A nonformal education facility must be located in a sound
site for education and health, and must possess the
fol lowing facii 1 i ti
of its purpose:
(a) Faci 1 i ty for
(b) Faci 1 i ty for
(c) Facil ity for
(d) Faci 1 i ty for
(e) Faci 1 i ty for
(f) Faci 1 i ty for
(g) Faci 1 ity for
(h) Faci 1 i ty for
The criteria for f2. acility and equipment mentioned in the
above paragraph will be stipulated in the Education
Minister's Decree of this Decree in terms of its purpose and
its local situation.
Article 14 (Procedures for Registering Nonformal Education Facilities)
1. A person who wants to establish a nonformal education
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facility must submit an "Establishment Plan" which in-
cludes the following documents to the Provincial Board of
Education (hereafter referred to as the Authority):
(a) Name of the facility.
(b) Purpose.
(c) Location.
(d) Management regulations.
(e) Description of funds for management of the facility.
( f ) Description of facilities and equipment.
(g) Date for opening.
2. The Authority shall investigate the appropriateness of
establishing of the facility and respond to the results of
investigation within fifteen days after receiving its
application. The person who receives recognition from the
Authority must submit a registration form at least thirty
days before its opening date.
3. The Authority shall investigate the degree of preparedness
of the facilities and equipment and approve the registra-
tion.
4. Whenever the chief executive officer of a facility wants to
change an item listed in the paragraph 1 of this Article,
he/she must report to the Authority.
5. A person who wants to succeed to the position of chief
executive officer must submit his/her curriculum vitae
and eligible funds.
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Article 15 (Report on Corrective Action)
1. The Provincial Board of Education may order for
corrective action an official document in accordance
with the Article 28 of this Act.
2. A person who receives an order of corrective action must
correct the matter designated and report immediately
on the execution of this action to the Provincial Board
of Education.
Mi seel 1 aneous
1. (Date for Enforcement)
This Decree shall be enforced from the date of pro-
mulgation. However, registration of a nonformal
education facility and the employment of a nonformal
education specialist shall be enforced from March 1,
1985.
APPENDIX III
COFFING-HUTCHINSON
NEEDS ANALYSIS METHODOLOGY
SHORT FORM DRAFT I
DRAFTED BY
Stephen B. Maxner
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NEEDS ANALYSIS METHODOLOGY
SHORT FORM, DRAFT I, 1977
The following set of procedures is designed to provide a
decision maker with useful information about needs. This short form
version of the Coffing-Hutchinson Needs Analysis Methodology is
applicable for needs analysis problems which can be completed in 30
to 100 hours. The short form is not intended to be utilized for com-
plex needs analysis situations. In order to accomplish the stated
purpose of providing useful information about needs, a person should
do, in turn, each of the following steps:
STEPS
1.0
PREPARATION
1.1 The person reads the sub-steps of the short form of the
Needs Analysis Methodology.
1.2 The person learns how to implement this methodology.
1.2.1 The person reads available documentation of the short form
of the methodology, including both its rationale and its
procedures
.
1.2.2 The person participates in a course on Needs Analysis
Methodology, if available.
1.3 The Needs Analyst, "NA", writes a list of the goals she/he
wants to accomplish by implementing Needs Analysis Method-
ology.
1.4 The NA identifies potential clients for her/his applying
Needs Analysis Methodology where the list of clients is
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consistent with the goals of the NA. The NA may also
be a client.
1.5 The NA contacts potential clients for the purpose of
determining what interest they may have in negotiating
for an application of the Needs Analysis Methodology.
1.5.1 To each potential client she/he contacts, the NA briefly
explains the purpose and nature of the short form of the
Needs Analysis Methodology.
1.5.2 The NA determines if the potential client is interested
and if an application appears appropriate and desirable.
1.5.3 Nhen a client is found, that person is the Contract De-
cision Maker, proceed to step 2.0.
2.0
CONTRACT NEGOTIATIONS
2.1 The NA arranges with the Contract Decision Maker, "CDM"
,
to begin negotiations.
2.1.1 The NA and CDM determine in general, what kind of things
the contract must or might contain, whether it is to be
formal or informal, its scope, its possible length, and
other broad aspects of the possible contract.
2.2 The CDM identifies prel iminarily what resources can be
made available for applying the short form of Needs
Analysis Methodology.
2.2.1 The NA explains to the CDM that implementing the method-
ology will require peoples' time and expenses--not only
the time of the NA but also of the CDM, the Decision-
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makers for whom data are to be provided, the Definers, and
so on; further, the NA explains that Needs Analysis work
must be done within the actual resources that are avail-
able.
2.3 The COM identifies the Decision-makers for whom needs
data are desired. There must be at least 30 hours of NA
time per Decision-maker.
2.3.1 The NA explains to the CDM that Decision-makers have to be
willing to participate in any Needs Analysis work done for
their use.
2.4 The CDM allocates resources to those Decision-makers for
whom needs data are to be provided.
2.4.1 The NA asks the CDM to consider the availability of the
following kinds of resources: Decision-maker's time,
Definer's time, CDM's time, volunteer time, clerical time,
salary funds, consultant funds, supply and expense funds,
office space, clerical equipment.
2.5 The NA and the CDM develop a contract document or informal
agreement to complete the needs analysis. It is recommended
that an informal agreement be in writing in the form of a
memorandum.
3.0 PLANNING
3.1 The NA plans how the methodology will be applied in
accordance with the contract.
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The NA constructs a Needs Analysis Resource Allocation
Chart (NARAC). This chart (see Figure 8) provides a
planning framework within which the NA allocates specific
amounts of time for the completion of each remaining step
(3.0-10.0) of the short form of the Needs Analysis
Methodology. The NA fills out the chart, utilizing the
percentage distribution of resources among steps
3.0-
10.0 of the short form of the methodology for a given
DM (see Figure 9). These percentages provide a reasonably
accurate time allocation for completing each step.
3.3 The NA secures the cooperation of the Decision-makers and
explains the nature and purpose of Needs Analysis Method-
ology and of the contract.
3.4 The NA plans the beginning and ending dates for steps
4.0-
10.0 for each Decision-maker.
3.5 The NA goes to step 4.0.
3.6 The NA secures the cooperation of Definers and Needers.
3.7 The NA contacts each Definer specified by the DM and in-
forms them about the nature of the Needs Analysis and
about the specified needs phrases for which the Definer
has been named by the DM.
3.7.1 The NA finds out from the Definer, the first and last
dates of the Definer 's availability within the contract
period
.
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FIGURE 7
NEEDS ANALYSIS RESOURCE ALLOCATION CHART
(NARAC)
Steps of Needs
3.0 PLANNING
uii I I MIC ur, \ line
4.0 DETERMINING
W-W-W
CONCERNS
5.0 DEFINING
6.0 DEFINITION
REPORTING
7.0 MEASURING
8.0 MEASUREMENT
REPORTING
9.0 EVALUATION OF
NEEDS ANALYSIS
10.0 REVISING
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FIGURE 8
SOME PERCENTAGE DISTRIBUTIONS
OF RESOURCES AMONG STEPS 3.0-10.0
OF THE SHORT FORM OF THE
METHODOLOGY FOR A GIVEN DM
STEP NA TIME DM TIME
2.0 PLANNING 8% 5%
DETERMINING
4.0 W-W-W
CONCERNS
5% 10%
5.0 DEFINING 20% 23%
6.0 DEFINITION
REPORTING 5% 10%
7.0 MEASURING 40% 30%
8.0 MEASUREMENT
REPORTING 10% 10%
9.0 EVALUATION OF
NEEDS ANALYSIS 2% 2%
10.0 REVISING 10% 10%
TOTALS 100% 100%
250
3*8 The NA goes to step 5.2.4.
4.0
DETERMINING WHO-WHAT-WHOM CONCERNS
4.1 Determine from the RAC how much time is available for
this step. All of step 4.0 must be accomplished within
this amount of time.
4-2 Determine the Decision-makers' concerns about who needs
what according to whom.
4.3.1 NA has the Decision-maker name: (the Who)
- the one person or group (a "Needer") whose needs are
most important to her/him, e.g., citizens.
4.3.2 NA has the Decision-maker name: (the What)
the type of need that most concerns her/him with respect
to that needer. (What kind of need is most important),
e.g., educational programs.
4.3.3 NA has the Decision-maker name: (the Whom)
- for the person or group and the need, who can best
define the specifics of the need, e.g., citizens.
4.3.4 Have the DM combine the three items to form her/his most
important needs statement in the form "Who needs what
according to whom ?" e.g., citizens' need for educational
programs according to citizens.
4.3.4. 1 The NA informs the DM that she/he must limit the number
of possible Definers to a maximum of 12. If the DM re-
quires more than 12 Definers, the NA suggests the use of
the long form of the methodology, which provides sampling
procedures
.
cn
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4.3.5 If resources allow, ask other people who are concerned
with the same issues or problems, to do 4 . 3 . 1 - 4 . 3 . 4 .
Show these responses to the DM and ask if she/he would
like to change her/his needs statement.
5.0
DEFINING
5.1 NA determines from the RAC how much time is available for
this step. All of step 5.0 must be accomplished within
this amount of time.
5.2 The NA obtains an operationalized definition of the
Needer's need according to the Definer.
5.2.1 The NA asks the DM to say how the DM would use data
about the needs phase.
.2.2 The NA develops a hypothetical situation appropriate to
the DM’s stated purpose in a manner similar to the follow-
ing: Imagine (hypothetical situation), and in that situa-
tion imagine that (name of Needer's) needs for (type of
need being defined) are fully met. Observe this situa-
tion in your mind. What are all the things you see in
the situation that indicate to you that (name of Needer's)
needs for (type of need being defined) are fully met?
Note: Here is an example of a stimulus where the DM's
purpose is to use needs data in planning an
individualized program for a child. The "what" in
this situation is the child's need for "emotional
support" and the Definer is the child's parent:
252
"Imagine that our school is providing individual-
ized instruction for your child and in this
instruction all of your child's needs for emotional
support are being fulfilled. As you observe this
situation in your mind, what are all the things you
see that indicate to you that your chile's needs
for emotional support are being met?
5.2.3 The NA goes to step ? fi
5.2.4 NA asks the Definer(s) to list the things which indicate
to her/him that the need is being fully met.
5.2.5 Have the Definer(s) prioritize the components.
5.2.5. 1 If there is only one definer, NA asks the Definer to
prioritize the items on the list according to which are
the most important components of the need.
5. 2. 5. 1.1 When more than one Definer is involved, the NA
analyzes the total number of responses into unique state-
ments and produces a survey instrument in the form below:
1. (Item)
2. (Item)
3
.
( I tern
)
4. (Item)
5. 2. 5. 1.2 Each Definer is asked to prioritize the list.
(Survey instrument)
5. 2. 5. 1.3 NA asks each Definer to read the open-ended stimulus
question again and then place a check mark ( »/ ) next to
253
each item on the survey instrument that she/he feels is
a part of who's need for what. (Refer to W-W-W phrase).
5. 2. 5. 1.4 The Definer(s) are now asked to go back over the
items they have checked and circle the 10 most important
i terns
.
5.2.6 The NA tabulates the results and records the top ten
prioritized items by utilizing the following procedure:
(a) Score one point for every item checked.
(b) Score ten_ points for every item circled.
(c) Put the i terns into rank order based on the weigh t
obtained from adding the scores given as a result of
(a) and (b) above.
Example:
(W-W-W phrase):
Students needs for emotional support according to
students
.
Survey Instrument (2 Definers)
1. Teachers respect students.
2. Students enjoy coming to school.
3. Students and teachers cooperate.
4. Teachers are flexible with regard to
how individual students learn.
5. Students attend assemblies with enthusiasm.
N.
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Tabulation of Resul ts
Item #4 22 points
#1 12 points
#2 2 points
#4 1 point
#5 0 points
6.0 DEFINITION REPORTING
6.1 The NA determines from the RAC the time available for this
step. All of step 6.0 must be accomplished within this
amount of time.
6.2 The NA compiles the results, (prioritized items), of the
Defining Process for the particular who-what-whom phrase.
6.3 The NA writes a statement of the procedures used to obtain
the definition which is being reported.
6.4 The NA describes any difficulties encountered in the De-
fining Process.
6.5 The NA writes and delivers the report to the DM.
6.6 The NA answers any questions the DM asks.
6.7 The NA asks the DM to decide which need components should
be measured to determine the degree to which those need
components are met or unmet.
7.0 MEASURING
7.1 Determine from the RAC the time available for this step.
All of step 7.0 must be accomplished within this amount
of resources.
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7-2 The NA determines which need components the DM wants to
have data about.
7.3 The NA designs an ideal measurement plan for the chosen
component. (The procedures of the plan are called the
observational technique.)
7.3.1 The NA conceptualizes and records how to directly observe
the actual number of occurrences of the operationalized
need component, under natural conditions and unobtrusively
.
-
DIRECTLY means: observe in such a way that the observer can
actually see or hear the occurrences of the component.
NATURAL means: that no conditions are imposed by the
measurement technique that elicit the kind of behavior to
be observed, the only stimuli present are those normally
present in the situation being observed.
MBTRUSjVELY means: in the case of observation of behavior
the persons being observed are not aware that they are
being observed and can never become aware that the observa-
tion has or is being made.
7.3.2 The NA designs an observational technique that meets the
requirements of directness, naturalness, and unobtrusive-
ness, even though in many cases, the resources are not
sufficient to carry out this plan.
7.4 The NA designs a practical measurement plan.
The NA alters the ideal measurement plan in ways that will7.4.1
256
permit measurement to be carried out within the avail-
able resources.
7.4.2 If necessary, the NA plans an altered degree of obtrusive-
ness that will have a short term and minimal effect on the
operationalized need component.
7.4.3 If necessary, the NA alters the degree of naturalness by
planning a stimulus situation as nearly natural as
possible.
7.4.4 If necessary, the NA alters the degree of directness by
planning an indirect measurement that is as close as
possible to the direct measurement.
7.5 The NA determines the populations (e.g., people, times,
and places) for which the observation is to be carried
out.
7.6 The NA determines whether sampling is required to reduce
the cost of observation. If sampling is required, the NA
designs a complete plan for sampling from the population
of observations
.
7.7 The NA designs a recording device which includes the
following information:
-- name of the DM
-- name of the Need Phrase(s)
-- name of the Need Component(s)
-- name of the Definer(s)
-- the category of Needers who are being observed
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the time of observation, year, month, day, time
- the names of Needers being observed or some other
way of recording essential information regarding
Needers, e.g., if recording according to street
address, note that
for each Needer, the actual observations made
7.8 The NA tests the proposed measurement plan for complete-
ness by field testing the observational technique and the
recording device.
7.8.1 The NA tries out the measurement plan on a group or
individual similar to (but not the same as) the actual
group to be measured.
7.8.2 The NA documents all problems encountered with the
measurement plan and the recording device and redesigns
when appropriate.
7.9 The NA reports the measurement plan to the DM and in-
cludes estimates of costs, time of observers, cost of
equipment and supplies.
7.9.1 The NA documents the proposed measurement plan as con-
trasted with the ideal measurement plan pointing out all
threats to validity and documenting all tests made.
7.9.2 The NA asks the DM if the data produced by the measure-
ment plan would really be used by her/him in the decision
making process.
7.10 The NA implements the measurement plan.
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7.10.1 The NA draws the sanple (if appropriate) and plans the
exact time at which each member of the sample will be
observed
.
7.11 The NA carries out the actual observations.
7.11.1 The NA records all observations on the recording device.
8.0
MEASUREMENT REPORTING
8.1 Determine from the RAC how much time is available for this
step. All of step 8.0 must be accomplished within this
amount of time.
The NA reports the results of measuring to the DM.
8.2.1 The NA plans to present the report orally, except she/he
will provide, in writing, the cover page, the numerical
presentation of data, and graphic or tabular presentation
of data.
8.2.2 The NA writes out any deviations from the measurement
plan that occurred.
8.3 The NA writes the report which should note the following:
date of the report, the need phrase, the need component,
name of observational technique and dates of observation.
8.3.1 The NA presents the report to DM and answers any questions
the DM may have.
9.0
EVALUATION OF NEEDS ANALYSIS
9.1 Determine from RAC how much time is available for this
step. All of step 9.0 must be accomplished within this
amount of time.
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9.2 The NA evaluates the extent to which the data are
9.2.1
actually used by the DM in her/his decision making.
The NA discusses with the DM the decisions that were
made on the basis of the data and the likelihood of
future decisions being made on the basis of the needs
analysis
.
10.0 REVISING
10.1 Determine from the RAC how much time is available for
this step. All of step 10.0 must be accomplished within
this amount of time.
10.2 The NA revises one or more applications of the method-
ology. Depending on the circumstances, the NA will
commence the process on her/his own or at the request of
a DM or CDM.
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GLOSSARY
CONTRACT DECISION MAKER - "COM" - the potential client or the
agent with whom the Needs Analyst negotiates. The CDM
IS expected to be a person who controls the resources
that can be made available for needs analysis.
DECISION MAKER -- DM' -- individuals or groups for whose use, data
are desired.
DEFINER - person or group who can best define the specifics of the
identified need of the needer.
NEED - a concept of some desired set of conditions; a concept
of what should be.
NEEDER -- person whose needs are important to the DM.
NEEDS ANALYST -- "NA" — the person who is carrying out the Needs
Analysis Methodology.
RESOURCES -- the CDM's time, other people's time, the NA 1 s time,
expense funds, funds for an application of the
methodology, materials.
APPENDIX IV
NONFORMAL EDUCATION ORGANIZATIONS
IN THE REPUBLIC OF KOREA
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NONFORMAL EDUCATION ORGANIZATIONS
IN THE REPUBLIC OF KOREA
A. Governmental organizations
1
. Ministry of Education
a. Non formal and Vocational Education Bureau
— Nonforma 1 Education Division
-- Open Technical College
-- Air & Correspondence College
-- Youth Education Division
b. Provincial Board of Education
— Nonforma 1 Education Section
-- Liberal and Non-vocational Education
-- Vocational (Technical & Commercial) Training
-- Civic Schools
-- Trade Schools
-- Public Libraries
2. Ministry of Culture & Public Information
a. Bureau of Cultural Affairs
b. Bureau of Broadcasting Affairs
c. Bureau of Arts
-- Cultural Centers
-- Museum/Art Gallery
-- Classic Music Institute
-- National Information Center
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3 .
4 .
5 .
6 .
7 .
Ministry of Health & Social Affairs
a. Bureau of Public Health Affairs
b. Bureau of Social Affairs
c. Bureau of Home Welfare
-- National Health Institute
-- Korean Institute for Family Planning
National Women's Welfare Institute
Ministry of Labour
a. Bureau of Vocational Training
-- Industrial Rehabilitation Institute
-- National Vocational Training Institute
-- Vocational Training Centers
Ministry of Government Administration
a. Bureau of Personnel Management
-- Central Civil Service Training Institute
Ministry of Home Affairs
a. Bureau of Regional Development
b. Civil Defense Headquarters
-- New Community Movement Leaders Training Center
-- Local Civil Service Training Institute
Ministry of Agriculture & Fisheries
a. Agriculture Development Bureau
b. Office of Rural Development
c. Office of Fisheries
-- Training Centers of Agricultural Officers
National Fisheries Advancement Institute
Ministry of Communication
a * Education & Training Division
Training Centers of Communication Officials
Ministry of Transportation
a. Office of National Railroads
b. Office of Maritime & Port Authority
Training Centers of Transportation Officials
Ministry of National Defence
a. Information & Education Bureau
-- General Education of Soldiers and Officers
-- Vocational Training Centers
Ministry of Justice
a. Correction Bureau
-- Prison Education
Vocational Training Sections
Ministry of Finance
a. Office of Monopoly
b. Office of National Tax Administration
c. Office of Customs Administration
-- Tax Col lege
-- Training Center for Tax Officers
-- Training Center for Customs Officers
-- Training Center for Monopoly Officers
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13. National Unification Board
a. Education & Public Information Office
Institute for Unification Education
14. Ministry of Commerce & Industry
a. Office of Industrial Advancement
B. Non-Governmental National Associations
1. Korean Association of Adult/Youth Education
-- Founded in 1976
- National coordinating body for the voluntary organizations
and agencies in adult education
-- Publications
Adult Education in Industrial and Urban Community
, 1979
b ) Mass Media in Adult Education
. 1979
Problems of Adult Education in Industrial Communities,
1978
~
c) The Prospectives of Lifelong Education and Innovation
in Adult Education Methods
, 1979
d) The Role of Adult Education in the Development of Urban
and Rural Communities
,
1976
2. Research Committee on Nonformal Education, the Korean Society
for the Study of Education
-- Organized in 1966
-- The first professional group of Nonformal Education in
Korea
-- Publication
a) The Status and Trends of Nonformal Education, 1977
Korean Federation of Girl a Scouts
-- Founded in 1957
Established 13 Provincial Branches
2,000 acting units and 52,000 members
-- Programs:
a) Girls' training and service activities
b) Leadership training
c) Promotion of international understanding
d) Hiking, camping, and other outdoor activities
Korean Federation of Boy Scouts
-- Founded in 1922
-- Established 13 Provincial Branches
-- Leaders' Training Programs:
a) Introductory courses
b) Basic Training Courses
c) Advanced training courses
Korea National Commission for UNESCO
-- Founded in 1950
-- Established 13 Regional Associations
-- Youths and Students projects:
a) Research & publication activities
b) Training student leaders
c) Guidance and support for students association of
UNESCO
d) Service activities for community development
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e) International exchange activities
f ) Publication of monthly magazine, "New Wave"
-- Publications/periodicals:
a ) Korea Journal
b ) Revue de Coree
c) UNESCO News
-- Books:
a) The History of Korea
b) Modern Korean Painting
c) The Songs of the Dragon
6. The Republic of Korea National Red Cross
-- Founded in 1905
-- Established 13 Regional offices/10 Red Cross Youth
Training Centers
-- Youth programs:
a) planting trees
b) International Exchange Programs
c) Community service programs
— Publications/Periodicals
a ) RCY Guideline for Activities
b) Guideline for Out-of-School Youth
c) Red Cross Youth for children/out-of-school youth and
high school members/college students
d) Red Cross Youth Handbook for children/out-of-school
youth and high school members
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7. The Korean Association of Community Development
-- Founded in 1969
- Established 12 regional or sister associations
-- Programs:
a) Seminar for educational administrators
b) Training for voluntary youth leaders
c) Training for adult voluntary leaders
d) Developing and providing learning materials for the
community school movement
e) Pilot programs
-- Saturday classes
-- The Summer School and Winter School
-- Child care centers
-- Utilization of leisure and hobby
-- Housewives' classes
f) Program for elderly people
g) Exhibition
h) Community festival
i) Family singing contest
j) Bazaar and Joint purchasing
8. The Planned Parenthood Federation of Korea
-- Founded in 1961
-- Associated with 30,000 Mother's clubs in the basic village
units throughout the country
-- Programs
a) Population education and family planning for adults
b) Population education for youth
-- Publication:
a) "Happy Home" magazine
National Association of Housewives' Class
-- Founded in 1971
Established 13 regional branches and 224 sub-regional
branches
-- Programs:
a) Housewives' classes sponsored by the Ministry of
Education
b) Providing counseling service and guidance for
family planning
c) Various consumer protection activities
d) Training for part-time job workers such as house-
keeper, gardener, etc.
e) Adult classes in flower arrangement, calligraphy,
tailoring, cooking and so on
-- Publication:
a) Newsletter "Housewives" Class," monthly
National Federation of Housewives' Clubs
-- Founded in 1966
-- Established 13 local branches and 1 overseas branch
in Los Angeles, California in U.S..A.
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-- Programs:
a
)
Protection of Consumers
d) Classes for food improvement and food hygiene
c) Energy saving programs
d) Extension of women's rights
e) Parents' Day activities
12. Korean Association of Catholic Rural Women
-- Founded in 1973
-- Programs:
a) Rural women leaders seminar
b) Village-scale women's educational meeting
c) Seminars on women's problems
-- Publication:
a) Newsletter, "Rural Women," bimonthly
13. Korean Association of Farmer's Educators
-- Founded in 1975
-- Programs/Activities:
a) Seminars and Workshops on Farmer Education
b) Disseminating information through newsletter
publication
c) Exchanging training program and information
d) Developing education media
e) Exchanging instructors
f) Exchanging instructional media
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-- Publications:
a) Farmer Education in Korea
, 1981
b ) Two Miracles of Jeju Island
, 1 9 79
c) Report of PIE Seminar of KAFE
d) KAFE Newsletter
14. National Council of the YMCAs of Korea
-- Founded in 1932
Established 15 local branches and 15 associate organiza-
tions
-- Programs:
a) Professional Leadership Training Course for YMCA
b) Various Young Adult Leadership Training Courses
c) Rural Development Program
d) Various workshops on Urban Issues
e) Other Services and Welfare Programs
15. National Council of the YWCA of Korea
-- Founded in 1932
-- Established 16 local centers
-- Programs:
a) Christian education
b) Consumers' education
c) Youth education
d) Programs for working women
e) Education for creative living
f) Management of Credit Union
g) Management of day-care centers
h) Club activities of housewives and elderly people
National Association for Agricultural Leaders
— Founded in 1965
-- Programs/Activities:
a) Construction of Farmer's Center
b) Organization of Learner's Clubs
c) Agricultural Leader's Training Programs
d) Farming training for national leaders
e) Promotion of food production projects
Korea Catholic Farmers' Association
-- Founded in 1967
-- Programs:
a) Farmer's education
b) Training community leaders
Korean Federation of 4-H Clubs
-- Founded in 1949
-- Established 36,345 clubs in each village throughout the
country
-- Programs:
a) Farmer education
b) Exchange programs with other countries' 4-H clubs
c) Community services
d) Young farmer training program
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19.
20 .
21.
Korean Nurses Association
-- Founded in 1945
Established 13 local branches
-- Program/Activities:
a) Planning and research in relation to Nursing and
Health care service
b) Offering continuing education programs for industrial
health nurses, school health nurses, nurse specialists
nurse administrators and nurse educators
c) National workshops and seminars
d) Providing direct health and nursing services to
communi ty
g) Participating in community development
Korean Federation of Youth Organizations
-- Founded in 1965
Associated with 28 Youth Organizations
— Programs/Activities:
a) Youth training programs
b) Counseling and research in youth problems
c) Community development projects
d) Youth service projects
e) Exchanging international fellowship
Y's Men's Club Association
-- Founded in 1964
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-- Three Mottos:
a) Culture
b) Fellowship
c) Service
-- Programs/Activities:
a) Community services
b) Promoting sound human relationship
c) Increasing international understanding and fellowship
22. Rotary Clubs Association
-- Founded in 1927
-- Established 179 clubs throughout the country
-- Programs/Activities:
a) Activities for resolving youth problems
b) Free medical services to the remote villages
c) International services and activities
-- Publication:
a) Newsletter, "Rotary Korea," monthly
23. Lion's Club Association
-- Founded in 1959
-- established 549 clubs throughout the country
-- Programs/Activi ties:
a) Eyesight protection projects for the blind
b) Various community services such as tree-planting,
arranging ashtrays on the streets, etc.
c) Educational services by granting scholarships for the
poor students and supplying textbooks to the schools
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-- Publication:
a) Magazine, "The Lion," monthly
24. Korean Senior Citizens' Association
-- Founded in 1959
- Established 13 regional offices, 226 township offices and
7,363 local chapters
-- Programs/Activities
a) Adult education for the elderly
b) Health programs
c) Social and recreational activities
d) Community service activities
e) Programs to preserve traditional culture
f) Personal services such as employment and counselling
-- Publications:
a) The Life of the Elderly , 1982
b) Textbook for the Aged
, 1979
c) Textbook for Adult Education
, 1978
d) Magazine, "The Elderly Life," bimonthly
e) Newsletter, "The News on the KSCA," monthly
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